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The purpose of this study was to examine two required career courses to
determine if they produced an increase in career self-efficacy and outcome expectations,
and which components of the learning theory from Social Cognitive Career Theory have
the strongest influence. Participants were undergraduate business students at a midsized,
Midwestern university enrolled in two required career courses and a comparison group of
students not yet enrolled in the courses. Students took four measures (i.e., Career
Exploration and Decisional Self-Efficacy Scale, Career Search Self-Efficacy Scale,
Career Expectations Survey Scale, and Career Exploration and Decision Learning
Experiences Scale) at two points in time – once before the first course and once after the
second course. The main purpose of the study was to examine the process by which
required career courses affect career development using social cognitive career theory
(SCCT) as a theorical framework. Following three two-factor ANOVAs, the courses did
not have an effect on career decision self-efficacy, career search self-efficacy, or outcome
expectations. Further analysis on the specific learning experiences used in the courses
using multiple regression analyses were conducted due to low reliability scores.
Implications and recommendations for future practice and research are discussed.
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CHAPTER ONE: INTRODUCTION
Statement of the Problem
Career courses are increasing across colleges and universities across the country
(Folsom, Reardon, & Lee, 2005). Career courses refer to a wide variety of required and
elective classes focused on career and professional development for college students
(Reardon, Leierer, & Lee, 2007). This type of career intervention is increasing in
popularity due to a myriad of influences including the increased complexity of the world
of work (Greenhaus, Callanan, & Godshalk, 2010), more students entering college
undecided about their major (Reese & Miller, 2006), the increased pressure to scale up
career services (i.e., serve more students with the same or less resources) (Podany, 2017),
the high expectations from students and parents for customized services and successful
career outcomes upon graduation (and the salary to offset the high cost of tuition), and
increased pressures from state legislatures for accountability to constituents (Dey &
Cruzvergara, 2014).
Many studies have examined career courses and cited numerous benefits such as
increased career decidedness, career maturity, positive career behaviors, internal locus of
control, vocational identity, college retention and graduation rates, career decisionmaking skills, among other variables (Hardesty, 1991; Folsom, Reardon, & Lee, 2005;
Spokane & Oliver, 1983; Whiston, Sexton, & Lasoff, 1998). However, fewer studies
have examined how these career courses produce positive changes. One promising
theory that may help explain the mechanisms by which career courses assist students’ on
their career journey is social cognitive career theory (SCCT) (Lent, Brown, & Hackett,
1994). SCCT posits that individuals are more likely to pursue and be successful in
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occupations for which they have high self-efficacy, and that individuals are more likely to
pursue occupations they believe will result in positive outcomes such as gainful
employment, job satisfaction, and admiration. According to the theory, both career selfefficacy and outcome expectations are malleable, meaning they can be influenced by
experiences. In addition, the main antecedent to self-efficacy and outcome expectations
are learning experiences (Lent, Brown, & Hackett, 1994). Consequently, the problem to
be addressed by this study is if and to what extent career courses (i.e., learning
experiences) affect career self-efficacy and/or outcome expectations. And, which
specific aspects of SCCT’s learning theory produce the most change?
Theoretical Framework
Social cognitive career theory (SCCT) provides a strong theoretical framework
for examining career courses. Broadly, SCCT offers a way to understand the processes
through which people form interests, make choices, and achieve various career outcomes.
The theory can be divided into two complementary levels of analysis: (1) cognitiveperson variables such as self-efficacy, outcomes expectations, and goals, and (2)
background, learning experiences, and contextual factors such as race, career education,
and financial resources (Lent, Brown, Hackett, 2000).
Purpose of the Study
Only three studies have examined career self-efficacy as it relates to career
courses (Fouad, Cotter, & Kantamneni, 2009; Grier-Reed & Skaar, 2010; Reese &
Miller, 2010), and only one study (Grier-Reed & Skaar, 2010) has applied SCCT directly
to career courses. This represents a significant gap in the literature, especially given the
increased dominance of SCCT in career development literature over the past decades
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(Tokar, Buchanan, Subich, Hall, & Williams, 2012) and the increase of career courses
(Folsom, Reardon, & Lee, 2005). The purpose of the present study was to examine two
career courses to determine if they produce an increase in career self-efficacy and
outcome expectations, and to determine which components of SCCT’s learning theory
have the strongest influence.
Data was collected from undergraduate business students at a midsize, Midwest
university enrolled in two required career development courses over the course of 4.5
months and from a comparison group. The comparison group consisted of undergraduate
business students in the same college who planned to take the required career courses in
future terms. All participants took four instruments at two intervals – the first assessment
occurred at the beginning of the first course and the second occurred at the end of the
second course. The four instruments measured career decision self-efficacy, career
search self-efficacy, outcome expectations, and learning experience. All four instruments
were taken at time one and all four instruments were taken again at time two.
Research Questions
1: How do required career courses affect career self-efficacy?
2: How do required career courses affect outcome expectations?
3: Which components of SCCT’s learning theory have the strongest influence on
career self-efficacy and outcome expectations?
List of Definitions
For the purposes of this study, the following definition of terms were used:
Career. The sequence of or collection of jobs held over an individual’s life, which in
western societies has traditionally been conceptualized as a linear sequence of
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“jobs” which have a vertical advancement-related trajectory (Patton and
McMahon, 2014).
Career assessment measures. A formal assessment used to measure a specific career
construct.
Career course(s). A college or university course that is primarily focused on the career
development of the enrollee.
Career decision-making. The process by which an individual collects information,
evaluates information, and makes determinations about his/her interests, goals,
and actions related to career.
Career self-efficacy. The judgments of personal efficacy in relation to the wide range of
behavior involved in career choice and adjustment (Betz & Hackett, 1987).
Career decision self-efficacy. Career decision self-efficacy includes belief in one’s
ability to gather career information, plan for a future career, solve problems that
occur, appraise self in relation to career goals, and select career goals (Taylor &
Betz, 1983).
Career Intervention. Career interventions are any treatment or effort intended to enhance
an individual’s career development or to enable the person to make better careerrelated decisions (Spokane & Oliver, 1983).
Learning experience(s). Formal and informal, firsthand and vicarious experience(s) an
individual has through their life that affect their career decision-making,
consciously and unconsciously.
Occupation. A job or profession.
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Outcome Expectations. Outcome expectations are beliefs about the consequences or
outcomes of performing particular behaviors (Lent & Brown, 2006).
Self-efficacy. Self-efficacy beliefs refer to people’s judgments of their capabilities to
organize and execute courses of action required to attain designated types of
performances (Bandura, 1986).
Assumptions
The author made the following assumptions in regard to this study. The author
assumed that participation in career courses was a significant influence on students’
career self-efficacy and career development. This assumption is made based on previous
research demonstrating increases in self-efficacy after taking career courses by Fouad,
Cotter, and Kantamneni (2009), Grier-Reed and Skaar (2010), Komarragu, Swanson, and
Nadler (2014) and Reese & Miller (2006) as well as previous research demonstrating
improvements in numerous career development constructs after taking career courses by
Folsom, Reardon, and Lee (2005) Hardesty (1991), Spokane and Oliver (1983), and
Whiston, Sexton, and Lasoff (1998).
The author assumed that the participants gave honest and truthful responses to the
survey questions based on the confidential and voluntary nature of the study. The author
also assumed that the students’ intentions to participate in the study were not motivated
by expectations that they would earn a better grade in the class or impress the instructor
by making clear in the recruitment materials that participation was in no way connected
to students’ performance in the course and the instructor was not aware of who
participated.
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The author assumed that the participants in each career course had a similar
academic experience to each other in the course, and, because participants spanned
several different sections or groups of the courses, students across different sections or
groups of the courses had a similar experience and that instructors presented the material
and feedback in a similar way. This assumption was based on the strengths and
consistency of course materials and resources (e.g, template presentation slides, teaching
outlines, feedback guides, etc.), thorough and consistent training of instructors (e.g.,
trained by the same staff members, weekly instructor meetings), and consistency of
course content for several semesters.
Finally, because quantitative methodologies were used, the distribution of the data
was assumed to be normal, and it was assumed the sample was a representative sample of
the student population in this college at this institution.
Significance of the Study
This study contributes to the literature by applying SCCT to career courses
thereby filling a gap in the literature and adding to the growing research on SCCT. More
importantly, the study furthers the understanding of the mechanisms by which career
courses produce positive career-related changes in college students as demonstrated in
previous literature (Folsom, Reardon, & Lee, 2005; Hardesty, 1991; Spokane & Oliver,
1983; Whiston, Sexton, & Lasoff, 1998). Because thousands of students choose or are
required to take these types of courses in colleges across the country every semester,
understanding the process by which they work is essential. This understanding will allow
the faculty and professional career services staff who design, create, teach, and evaluate
career courses to do their jobs better and produce more impactful courses for students.
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The ultimate outcome will be a positive career development experience for students while
they are in college and successful career outcomes after graduation and beyond, and
stronger career outcomes for the institutions they attend.
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CHAPTER TWO: LITERATURE REVIEW
Chapter two provides a review of the current literature on SCCT and career
courses. The history, overview, and relevant components of SCCT are presented to
introduce the reader to the central theory used in this study. Since self-efficacy, outcome
expectations, and learning experiences are core concepts in SCCT, these three concepts
were explored in the literature and presented here. Self-efficacy is described in terms of
content versus process, benefits, career exploration and decision-making, how to improve
self-efficacy, and recommendations for future research. Outcome expectations are
broken down into sections on types of outcome expectations, career exploration and
choice, educational and career goals, how to improve outcome expectations, and
recommendations for future research. Learning experiences are introduced and discussed
as they relate to measurement and future research. Finally, since the current study applies
SCCT’s learning experience to career courses, this chapter reviews the literature on
career courses which includes their history, criticism, content, design and delivery,
effectiveness, and recommendations for future research.
Social Cognitive Career Theory
“Social cognitive career theory presents a comprehensive framework by which
self-efficacy, outcomes expectations, and goals interact with demographic variables,
contextual factors, and life experiences to influence interest development, career choice,
and performance” (Lindley, 2005, p. 271). Social cognitive career theory (SCCT) was
first introduced by Lent, Brown, and Hackett (1994) and has become a dominant
theoretical perspective in the career development field (Tokar, Buchanan, Subich, &
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Williams, 2012). It proposes a relationship between individual differences,
environmental factors, and behaviors that together explain occupational interests and
goals, and ultimately career outcomes (Lent, Brown, & Hackett, 1994).
SCCT was not introduced to replace other career development theories but rather
complement them. Lent, Brown, and Hackett (1994) identified an opportunity to
examine convergences among the career theories and prospects for more integrative
frameworks. Their goal was to create a conceptual framework to “explain central,
dynamic processes and mechanisms through which (1) career and academic interests
develop, (b) career-relevant choices are forged and enacted, and (c) performance
outcomes are achieved” (p. 80). The framework emphasized learning and cognitive
phenomena that complement and foster linkages with existing career models (Lent,
Brown, & Hackett, 1994).
According to SCCT, person inputs and background contextual factors influence
people’s learning experiences, which are later referenced as sources of self-efficacy.
Person inputs are defined as individual difference variables, such as personality, gender,
ethnicity, or any number of other factors than may influence career development (Lent,
Brown, & Hackett, 1994). For example, women may choose to pursue professions that
involve helping others through gender-role socialization. Learning experiences (sources
of efficacy), in turn, influence career self-efficacy and outcome expectations. Career
self-efficacy refers to “one’s ability to manage specific tasks necessary for career
preparation, entry, adjustment, or change across diverse occupational paths.” (Lent &
Brown, 2013, p. 561). For example, as a college student gains more skills in accounting
through her coursework, her career self-efficacy may increase. Outcome expectations are
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experiences anticipated to occur in the future. For example, a student may expect to be
paid a high salary as an accountant. This entire process creates a feedback loop to
reinforce or debilitate self-efficacy and outcome expectations (Lee & Park, 2011).
Contextual factors are variables that help shape individuals’ career interests based
on the prior learning experiences they have encountered and ongoing personality and
contextual factors (Lent, Brown & Hackett, 2000). SCCT divides contextual factors into
two groups: distal and proximal. Distal factors are background influences that affect
career decisions such as the careers one was exposed to as a child and the quality of prior
education. For example, a college student may have had the opportunity to take an
accounting course in high school. That course and her experience in it likely shaped her
current perceptions of her career. In addition to distal contextual factors, Lent, Brown,
and Hackett (1994) recognize personality and contextual factors that exert continuous
influence on individuals as they make career decisions. These personality and contextual
factors encompass a number of supports and barriers such as financial resources, parental
support, academic and career advisors, and the local and national economies. Proximal
factors are immediate influences and are particularly important during active phases of
career decision making such as access to connections in the job market and exposure to
discriminatory hiring practices. Distal and proximal factors can exert both indirect and
direct influence on choice making and implementation (Lent, Brown, & Hackett, 2000).
These personality and contextual factors can be positive or negative in nature
(Lent, Brown & Hackett, 2000), meaning they can help or hurt individuals’ pursuit of
various career paths. For example, a negative contextual factor might be limited access
to financial resources to pay for college. This factor may decrease an individual’s career
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self-efficacy and outcome expectations for her future career options, and her career
interests, goals, and actions may change accordingly. Conversely, an individual who has
great financial resources (i.e., a positive contextual factor) may experience an increase in
career self-efficacy and outcome expectations, and her career interests, goals, and actions
may change according to her situation. Supports and barriers play a prominent and active
role in directly affecting self-efficacy. Career barriers and the lack of social support
impedes career development (Lent, Brown & Hackett, 2000) and can negatively affect
career decision self-efficacy (Quimby & O’Brien, 2004). In addition, these supports and
barriers can be objective or perceived, meaning the effect of a contextual factor depends
at least partly on how the individual appraises and responds to it (Lent, Brown, &
Hackett, 2000).

Figure 1
Visual depiction of the model of career self-management based on social cognitive career
theory (Lent, Brown, & Hackett, 2013)
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Figure 1 displays a visual representation of SCCT. It is important to understand
three main pathways of the theory for the purpose of this study. First, self-efficacy and
outcome expectations are central to the theory (and to the present study) and are most
directly affected by learning experiences, but it is important to note that self-efficacy and
outcome expectations can be directly and indirectly affected by multiple variables.
Person inputs affect self-efficacy and outcome expectations indirectly through learning
experiences. And, self-efficacy and outcome expectations are directly influenced by
personality and contextual influences (Lent, Brown, & Hackett, 2013). (Note: Figure 1
does not represent the direct path from personality and contextual influences to outcome
expectations.) Second, SCCT suggests that background and contextual variables lead
individuals to differential learning experiences. Those learning experiences provide
important information that helps develop the individual’s self-efficacy and outcome
expectations for career-related tasks (Tokar et al., 2012). However, the specific
mechanisms by which learning affects self-efficacy and outcome expectations is not
known. Finally, personality and contextual influences affect self-efficacy by providing
supports and producing barriers both directly on self-efficacy and outcome expectations
and also at each stage thereafter – goals, actions, and outcomes (Lent, Brown, & Hackett,
2013).
Albert Bandura and Social Cognitive Theory
SCCT is based on the earlier work of Albert Bandura (1986) on self-efficacy.
(Bandura later relabeled his theory social cognitive theory – hence the name of the
subsequent theory by Lent, Brown, and Hackett (1994) – social cognitive career theory.)
Bandura defined self-efficacy expectations as beliefs about one’s own ability to
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successfully perform a given behavior. Self-efficacy expectations help to determine
whether behavior will be initiated, how much effort will be expended, and how long
behavior will be maintained in the face of barriers or inadequate resources. Self-efficacy
is not a static trait or characteristic, but a dynamic aspect of the self-system that interacts
in a complex way with the environment as well as with other motivational and selfregulatory mechanisms, and with personal capabilities and performance accomplishments
(Bandura, 1986). Perceived self-efficacy is a judgment about personal capabilities that is
influenced by prior and current performance. Although it is related to objective skills, it
is more about what we do with the skills we have (Bandura, 1986).
Self-efficacy expectations are acquired through four major routes: enactive
attainment (or performance accomplishments); vicarious experience (including
observational learning through modeling); verbal persuasion; and one’s physiological
state (Bandura, 1986).
Self-efficacy can vary along three dimensions: level, strength, and generality.
Level refers to the degree of difficulty of the tasks or behaviors. Strength is the
confidence a personal has in his or her performance abilities. For example, weak selfefficacy expectations are easily changed by contradicting experiences, while strong selfefficacy expectations are robust and unlikely to change, even in the face of obstacles.
Generality of self-efficacy refers to the range of situations in which a person considers
him or herself to be efficacious (Bandura, 1986). For example, an individual may have
high self-efficacy related to math performance but low self-efficacy when it comes to
social interactions.
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The other component of Bandura’s social cognitive theory is outcome
expectations. Outcome expectations are an individual’s personal beliefs about the results
of his or her performance. While self-efficacy beliefs refer to a person’s judgment
related to “Can I do this?”, outcome expectations center around the question, “If I do this,
what will happen?” Bandura (1986) viewed outcome expectations as an important part of
performance, but that behavior was more dependent on self-perceptions of performance
capabilities (i.e., self-efficacy).
Bandura’s social cognitive theory has been extended over the years to numerous
other areas such as anxiety and phobias, depressive affect, health behaviors, athletic
attainments, assertiveness, technology/social media, and school achievement (Deaton,
2015; Devi, Khandelwal, & Das, 2017; Lent & Hackett, 1987). Based on the importance
of career development in people’s lives (which encompasses components such as career
choice, career goals, career motivation, career agency, and career behaviors among many
others), it is no surprise that social cognitive theory has been applied to the study of the
career development process. First proposed by Betz and Hackett (1981), a body of
research has accumulated on what has come to be known as career self-efficacy (Lent &
Hackett, 1987).
Career Self-Efficacy
One of the most important advancements in career theory has been the application
of self-efficacy theory to the study of career development (Betz & Voyten, 1997). Career
self-efficacy is defined as the judgments of personal efficacy in relation to the wide range
of behavior involved in career choice and adjustment (Betz & Hackett, 1987). The idea
to apply self-efficacy to career originated out of understanding women’s career
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development and how it differed from men’s due to differential gender-role socialization
and resultant access to efficacy information. It has since extended to many other aspects
of career development such as academic performance and persistence, career decisionmaking, and career self-management behaviors (Betz & Voyten, 1997; Lent & Brown,
2013).
Content versus process. One important aspect of career self-efficacy to clarify is
the difference between content and process domains of career decision-making. Content
domains of career self-efficacy refer to self-efficacy in specific career fields, such as
math, writing, or science. For example, as a graduate student completes more practicum
hours and receives continued positive feedback from his supervisor on his clinical skills,
his career self-efficacy for his profession increases as he gains skills doing the work.
Process domains of career self-efficacy refer to the self-efficacy in successfully
navigating the career decision-making process (Choi, Park, Tang, Lee, Lee, & Lee,
2012). For example, as a graduate student meets with his advisor and conducts
informational interviews with professionals in the field, his career self-efficacy increases
as he understands how to make career decisions in his profession. SCCT differs from
previous models of career development, because it shifts the focus from content aspects
of career behavior, such as what occupations individuals are interested in, to process
aspects of career development, such as how people make career decisions, look for work,
and adapt to the changing career landscape (Lim, Lent, & Penn, 2016). This current
study focuses on the process domain of career self-efficacy.
Benefits of high career self-efficacy. Multiple studies have confirmed the
benefits of high or improved career self-efficacy among college students. High or
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improved career self-efficacy has been shown in multiple studies to benefit college
students’ academic performance (Lent, Brown, & Larkin, 1986; 1984; Lent & Hackett,
1987; Peterson, 1993) and persistence (Sadler, 2000), career-choice commitment (Betz &
Serling, 1993), career exploration behaviors (Blustein, 1989; Rivera, Chen, Flores,
Blumberg, & Ponterotto, 2007), and self-confidence/esteem in career decisions (Betz &
Voyten, 1997; Fouad & Guillen, 2006; Luzzo, 1993). The effects of career self-efficacy
have been most studied and shown the most benefit as they relate to career exploration
and decision-making.
Career exploration and decision-making. Even back in 1977, Bandura found
self-efficacy to be an important factor in the choice of a career or college major, because
it relates to an individual’s subsequent choice of work environment. There is strong
evidence that self-efficacy plays a large role in career exploration (Betz & Hackett, 1981;
Greenhaus & Callanan, 2006; Lent, Brown & Larkin, 1984, 1986; Luzzo & Day, 1999).
Betz and Hackett (1981) connected college students’ beliefs about occupational
educational abilities to the range of career options they considered – higher self-efficacy
resulted in a wider range of careers explored. Similarly, other researchers have shown
that low career self-efficacy has resulted in lower self-confidence in making career
decisions (Taylor & Betz, 1983) and more major changes during college (Cunningham &
Smothers, 2010). Luzzo (1993) identified career self-efficacy to be a predictor of career
decision-making attitudes. Some studies have contradicted these findings and conclude
that no connection exists between career self-efficacy and career indecision (Brown,
Darden, Shelton, & Dipoto, 1999; Creed, Patton, and Prideaux, 2005), but these studies
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were conducted with high school students versus college students, and the majority of the
evidence points in the opposite direction.
The strong link between career self-efficacy and career decision-making has led
to an additional term in vocational psychology literature called career decision selfefficacy. Career decision self-efficacy includes belief in one’s ability to gather career
information, plan for a future career, solve problems that occur, appraise self in relation
to career goals, and select career goals (Taylor & Betz, 1983). Taylor and Betz’s (1983)
study on college students and career decision state was the first to show a possible
relationship between self-efficacy and career decision self-efficacy, and ultimately led to
further research and the new construct. The difference between the two constructs is not
clear in the literature. The terms are used interchangeably in some articles and
differentiated in others (Choi et al., 2013; Wright, Perrone-McGovern, Boo, & White,
2012). Further work needs to be done to distinguish these concepts.
The research on career choice was established in large part by three theorists –
Edgar Schein, D. T. Hall, and Donald Super. Edgar Schein (1984) introduced the
concept of career anchors and was the first to apply cultural values to the process of
career decision. Career anchors refer to the self-image around which a person organizes
career decisions. They center on concepts of talents, motives, and values, and can be
categorized as (1) security/stability, (2) autonomy/independence, (2) technical/functional
competence, (4) entrepreneurial creativity, (5) general management competence, (6)
service or dedication to a cause, (7) pure challenge, or (8) total life style integration
(Schein & Maanen,2013). Culture also affects career choice in that societies,
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occupations, and organizations develop norms and values about the nature and
expectations of work (Schein, 1984).
Three concepts that have greatly influenced the understanding of career choice
over the past 30 years are the protean career (Hall, 1996; Hall & las Heras, 2009) and
boundaryless career (Arthur & Rousseau, 1996; Sullivan & Arthur, 2006) and the idea of
career as a subjective construct (Collin & Watts, 1996). The protean career refers to the
idea that in order to thrive in today’s world, an individual needs to be self-generating and
flexible, and build one’s own career. Boundaryless career emphasizes that career is about
individuals not organizations; an individual’s career exists outside of the organization for
which the individual works. Finally, career is a subjective construction by the individual
rather than something that is objective. Careers do not exist as ‘jobs’ or ‘work’ do; they
are created on the basis of individuals’ perceptions of, attitudes toward, and actions in
relation to, career.
Finally, Donald Super “revolutionized” the field of vocational psychology with
his claim that vocation was not a “one-point-in-time decision” but rather a developmental
process over the lifespan (Patton & McMahon, 2014, p. 67). Super’s life-span, life-space
theory highlights the concept of “self” as a central and evolving part of career decisionmaking. Life-span refers to the process of career development throughout life and life
stages. Life-space represents the roles people play during their lives and the contexts of
their lives. Super emphasized the interaction between the individual and society, constant
learning by the individual, and the “fluid, dynamic, continual, and contextual
conceptualization of career development” (Patton & McMahon, 2014, p. 68).
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How to improve career self-efficacy. Since career exploration and decisionmaking are central tasks for college students in order to develop educational plans and
achieve future goals (Bullock-Yowell, McConnell, & Schedin, 2014) and succeeding in
the career exploration process requires belief that one can perform career exploration
tasks (Blustein, 1989), improving career self-efficacy among college students should be a
central task for colleges and universities.
According to Bandura (1986), self-efficacy is not a static trait, but a dynamic one
that can be influenced (either positively or negatively) by the environment. Luzzo and
Day (1999) found that when college students were exposed to performance
accomplishments (e.g., past successes) and verbal persuasion (e.g., encouragement from
an advisor) they reported an increase in career self-efficacy. Furthermore, research on
career courses has shown an increase in career self-efficacy through a pre-/post-course
test design (Fouad, Cotter, & Kantamneni, 2009; Grier-Reed & Skaar, 2010; Komarragu,
Swanson, & Nadler, 2014; Reese & Miller, 2006) demonstrating that career self-efficacy
can be influenced by career intervention.
Future research. Career self-efficacy has been studied fairly extensively,
especially in the college student population. Common recommendations for future
research in the literature include using a more diverse sample, applying career selfefficacy to specific majors/careers (e.g., art, athletics, service, etc.), using longitudinal
designs to explore whether gains in career self-efficacy are sustained, and employing
more experimental methods to help infer causation.
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Career Outcome Expectations
Outcome expectations are beliefs about the consequences or outcomes of
performing particular behaviors (Bandura, 1986) and make notable contributions to
career behaviors (Lent & Brown, 2006), somewhat akin to Vroom’s (1964) concept of
subjective probability that certain acts will lead to certain outcomes. Outcome
expectations are derived from observing situations and events in the individual’s
environment as well as actual outcomes resulting from actions the individual has taken
(Fouad & Guillen, 2006). While outcome expectations can be directly influenced by
learning experiences, they can also be influenced by self-efficacy fluctuations. For
example, people expect to achieve desirable outcomes in activities in which they view
themselves as efficacious (Lent et al., 1994).
Types of outcome expectations. Several types of outcome expectations have been
identified, namely anticipated social, material, and self-evaluative outcomes (Bandura,
1986). These types of outcome expectations include both positive and negative outcomes
in each of the three different types (Lent, Ezeofor, Morrison, Penn, & Ireland, 2015).
For example, social outcomes could include advisor support (i.e., positive outcome) or
parental disapproval (i.e., negative outcome). Material outcomes could be monetary gain
(i.e., positive outcome) or an undesirable geographic location (i.e., negative outcome).
Finally, self-evaluative outcomes could be pride (i.e., positive outcome) or a lack of
interest in work (i.e., negative outcome). Individuals tend to engage in activities they
think will result in positive outcomes and avoid activities they think will result in a
negative outcome (Lent & Brown, 2006).
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Career exploration and choice. Several studies on outcome expectations
examine its relationship to career exploration and choice. Betz and Voyten (1997) found
outcome expectations to be related to intentions to explore careers (i.e., higher outcome
expectations lead to higher intentions to explore careers). Similarly, Gore and Leuwerke
(2000) demonstrated the predictive power of outcome expectations for occupational
considerations. Lindley (2005) compared SCCT to Holland’s (1997) theory of career
choice – one of the benchmark career choice theories – and examined outcome
expectations’ role in career selection. She found correspondence between high outcome
expectations for specific occupations and participants’ career choice. Feldt and Woelfel
(2009) made an important distinction, which is that outcomes must be valued by the
individual for them to influence career indecision. For example, if an individual does not
place importance on a high salary, the outcome expectation of a high salary for a
particular career will not influence his/her decision to pursue or not pursue that career.
Educational and career goals. Other studies have examined the relationship
between outcome expectations and educational or career goals. For example, Kahn,
Nauta, Gailbreath, Tipps, and Chartrand (2002) showed students’ perceived utility of a
college education combined with their goal of completing college helped predict
persistence among first-year college students. Multiple studies have concluded that
outcome expectations are more predictive of occupational intentions (or goals) than
career self-efficacy (Diegelman & Subich, 2001; Fouad & Smith, 1996; Gore &
Leuwerke, 2000). Research has shown that even students who possess high self-efficacy
and interest in an occupation will opt not to pursue it (i.e., change their goals) if they
perceive barriers or negative outcomes in the pursuit of that career path (Swanson &

22

Woitke, 1997). Thus, perceived outcome expectations seem to have a large impact on
individuals’ educational and career goals.
How to improve outcome expectations. Like self-efficacy, outcome expectations
are malleable (Diegelman & Subich, 2001). Because (as demonstrated above) outcome
expectations are an important part of individuals’ career exploration, choice, and goalsetting process, it is imperative that colleges and universities ensure students are
achieving the positive and accurate outcome expectations needed to succeed in their
career decision-making process. Researchers have called for addressing faulty, distorted,
or inaccurate outcome expectations in individuals’ career decision-making process to
increase the chances of positive outcomes in vocational counseling settings (Betz &
Voyten, 1997; Brown & Lent, 1996). Diegelman and Subich (2001) influenced college
students’ outcome expectations of a psychology degree through a short career
intervention, and concluded “exploring and intervening with clients’ outcome
expectations may be useful in helping them to identify salient aspects of careers which
may be important to them, but of which they had been unaware previously” (p. 404).
Future research. Most of the research conducted using SCCT has focused on
career self-efficacy; much less has focused on its equally important counterpart –
outcome expectations (Lindley, 2005). This may be due to Bandura’s focus on selfefficacy versus outcome expectations in his own writing or lack of a sufficient
measurement for the construct (Fouad & Guillen, 2006). Either way, the need for
additional research on outcome expectations in the vocational literature is established.
Fouad and Guillen (2006) call for additional research on career-related outcome
expectations generally. More specifically, most of the current research incorporating
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outcomes expectations focuses on positive outcome expectations, so an area for future
research on SCCT could focus on negative outcome expectations (Lent & Brown, 2006)
such as long work hours or many years of schooling. Lee and Park (2011) called for a
further analysis of the dimensionality of outcome expectations as Bandura (1986)
originally suggested – physical, social, and self-evaluative rewards – versus defining
outcome expectations more broadly. Other authors (Betz & Voyten, 1997) have called
for future research on outcome expectations especially to address how the known gaps in
outcome expectations within the college student population can be addressed (and
influenced) through career interventions such as career education, assigning homework,
or support from a career counselor. This final recommendation for future research
directly supports the need for the current study. No studies to this point have examined
outcome expectations as they apply to career courses.
Learning Experiences
“Self-efficacy and outcome expectations are not assumed to arise in a vacuum,
but rather, result from the acquisition of particular learning experiences” (Ireland & Lent,
2018, p. 39). The main influence on self-efficacy and outcome expectations in SCCT is
learning experiences. SCCT suggests that background and contextual variables lead
individuals to differential learning experiences. Those learning experiences provide
important information that helps develop the individual’s self-efficacy and outcome
expectations for career-related tasks (Tokar et al., 2012). Patton and McMahon (2014)
distinguished between intentional and unintentional career development learning.
Intentional learning occurs through career interventions such as career education (referred
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in this paper as career courses), while unintentional learning occurs incidentally through
life experiences.
Measurement. Although learning experiences are a core part of SCCT and a
direct antecedent to self-efficacy and outcome expectations, little research has been
conducted on this construct directly (Anderson & Betz, 2001; Tokar et al., 2012).
Because much of the current literature focuses on the development of measurement tools
(Ireland & Lent, 2018; Lent et al., 2017; Tokar et al., 2012) the lack of a quality
measurement tool may have contributed to the dearth of research. The measurements that
have been developed have used Bandura’s (1997) conceptual definition of learning
experiences as the foundation for their measurements. His definition states learning
experiences can be categorized into four domains: personal mastery experiences (e.g.,
success and failures), verbal persuasion (e.g., social encouragement or discouragement),
vicarious learning (e.g., observation of models), and physiological and affective states
and reactions (e.g., positive and negative emotions). However, no formal definition of
‘learning experience’ is provided in the literature.
Future research. Further research needs to be conducted using these recently
developed measurements to explore learning experiences and how they impact career
development, for example, what specific parts of learning experiences affect career
development the most, by how much, for how long, in relationship to what other
variables, and how does their impact differ among populations (e.g., based on age,
gender, race/ethnicity, SES, etc.). In addition, researchers should work toward creating
and refining a definition of learning experience to further facilitate its study.
Career Courses
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Career interventions are any treatment or effort intended to enhance an
individual’s career development or to enable the person to make better career-related
decisions (Spokane & Oliver, 1983). Career interventions could include individual
counseling, career courses, self-directed learning, group counseling, workshops, and
many other possibilities (Whiston, 2002). Whiston (2002) summarized the positive
impact of career interventions overall when she stated, “The amalgamation of more than
50 years of research seems sufficient to warrant conclusions about the effectiveness of
career interventions” (p. 219).
As a career intervention, career courses have been found to be one of the most
effective career interventions. In fact, Spokane and Oliver (1983) conducted a metaanalysis of 58 studies comparing 11 different types of career interventions and found
career courses to be the most effective – even more effective than individual counseling.
Whiston, Sexton, and Lasoff (1998), in another meta-analysis, found individual
counseling to be the most effective career intervention, but career courses to be the third
most effective out of eight career interventions.
Folsom, Reardon, and Lee (2005) conducted one of the most comprehensive
reviews of college career courses in order to help practitioners develop career courses and
assist them to secure support from college/university administration as an effective tool
for career development, retention, and job satisfaction after graduation. They asked
“…what do we really know about career courses as career interventions, and to what
extent are courses used as learning events that offer more than help in finding a job after
graduation or choosing a major field of study?” (Folsom, Reardon, & Lee, 2005, p. 3).
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History of career courses. College career courses began as early as the 1900s
and increased slowly in popularity between 1930 and 1960 (Folsom, Reardon, & Lee,
2005). A rise in the number of institutions offering these types of courses significantly
rose starting in the 1970s (Folsom & Reardon, 2003). It was during this period that
several factors occurred making career curriculum more relevant for college students.
First, career choice factors changed, especially for women. Many early versions of career
courses were developed for women who, for the first time, were able to attend college
and make their own career decisions. Second, career information grew. The economy
was changing, and number and complexity of industries and job functions grew
exponentially. It became a much larger and more complicated system to navigate. Third,
job-seeking techniques were changing. The job seeking process become more
professionalized and regulated. Fourth, the boom of the post-war 1950s was waning and
the labor market became restricted. Finally, the culture of higher education was changing
to a more holistic approach to students. These five factors were the main drivers which
led colleges and universities to add significantly more career courses to their curriculum
(Folsom & Reardon, 2003). Since the 1980s, the percentage of colleges and universities
offering some type of career course has held steady at about 30% (Reardon, Melvin,
McClain, Peterson, & Bowman, 2015).
Criticism of career courses. Critics of career courses, which often include faculty
members and college administrators, proclaim the content of career courses to not be
academic in nature and thus not deserving of academic credit. In addition, a label of
“creeping vocationalism” has also been expressed from critics especially from liberal
arts-minded ones in an attempt to protect a college education from becoming a job
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training program (Folsom, Reardon, & Lee, 2005). Halasz and Kempton (2000) found
that the presence or absence of administrative and faculty support was a key determinant
for whether or not an institution offered a career course. The authors concluded that the
battle between student and academic affairs was still being waged in regard to offering
credit for career courses.
Content of career courses. An early study (Devlin, 1974) pointed out that the top
three areas covered in college career courses were: (1) career choice factors, (2) career
information, and (3) job-seeking techniques. These three factors remain among the most
common topics in career classes today (Folsom, Reardon, & Lee, 2005). In a benchmark
article, Brown and Krane (2000) identified five components of an effective career course.
Effective career courses: (1) allow clients to clarify career and life goals in writing; (2)
provide clients with individualized interpretations and feedback; (3) provide current
information on the risks and rewards of selected occupations and career fields; (4)
included study of models and mentors who demonstrate effective career behaviors; and
(5) assistance in developing support networks for pursuing career aspirations.
Design and delivery of career courses. Career courses are extremely varied in
their design, scope, and function. They exist at all types of institutions of higher
education (e.g., 2-year and 4-year, public and private, etc.). They differ in terms of
whether or not they bear academic credit and how many credits, whether they are offered
for a letter grade or pass/no pass, and whether they are required or elective (Reardon,
Leierer, & Lee, 2007). Some are geared toward first-year students (with a focus on
transition to college and selecting a major), others to mid-level students (with a focus on
internship and job search strategies), others to graduating seniors (with a focus on career
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readiness, professionalism, and transition to the world of work), and still others are
geared toward a specific major or discipline, such as accounting or humanities. Courses
are offered at the university, college, and department level, and taught by faculty, student
affairs professionals, or a combination of both (Reardon, Leierer, & Lee, 2007). The
diversity of career courses has no doubt amplified the difficulty of studying them.
Effectiveness of career courses. Several meta-analyses of career course studies
have been conducted over the years that demonstrate the effectiveness of such classes
(Folsom, Reardon, & Lee, 2005; Hardesty, 1991; Spokane & Oliver, 1983; Whiston,
Sexton, & Lasoff, 1998). Career courses have been shown to improve career
decidedness, career maturity, positive career behaviors, internal locus of control,
vocational identity, college retention and graduation rates, career decision-making skills,
among other variables (Folsom, Reardon, & Lee, 2005). After their meta-analysis of 40
studies over the course of more than 30 years, Folsom, Reardon, and Lee (2005)
concluded, “there is overwhelming evidence that career courses have a positive impact on
the cognitive functioning of students, and these courses also appear to have a positive
impact on [students’ career] outcomes (p. 22).”
Future research. Current research on career courses is restricted by several
factors. The main factor making research on career courses difficult is that the content of
the courses and specifics regarding their structure, delivery, and instruction techniques
varies greatly and are not always clear in the published studies. Future research should
not only include such information but also study how these differences affect student
outcomes. For example, does the number of times the course meets (i.e., number of
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treatments) affect student outcomes? What types of assignments produce the greatest
change? Which instructional techniques work the best for particular career topics?
Second, many career courses are not based on specific career theory or at least do
not describe which career theory they are based on. Career courses should be built on
relevant career theory so that future research could test that theory.
Finally, longitudinal designs should be selected to measure the outcomes of career
courses beyond the end of the term using longer-term outcome variables such as career
satisfaction, career management skills in the workplace, and career success.
Summary
Chapter two outlined the relevant literature related to SCCT, career self-efficacy,
outcome expectations, learning experiences, and career courses. SCCT can be
summarized as a process-oriented theory that sheds light on how career outcomes are
reached by examining individual differences, environmental factors, and behaviors that
together affect career interests, goals, and actions (Lent, Brown, & Hackett, 1994). Three
of the major components of SCCT are career self-efficacy, career outcome expectations,
and learning experiences. The large amount of literature on career self-efficacy
demonstrates its power and significance in the career development process. Although
less research has been conducted on outcome expectations, outcome expectations too
show promise in helping understand the career development process. Of all the
components of SCCT, examination of the literature shows some of the greatest need for
future research on learning experiences to help understand their relationship to the career
development process. Finally, while the effectiveness of career courses has been well-
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documented in the literature, what has not been established is (1) the process by which
and (2) the specific aspects of career courses that affect individuals’ career development.
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CHAPTER THREE: METHODS
While career courses have been examined and found to be an effective career
intervention, the underlining mechanisms behind how they work is unknown to
researchers and practitioners at this time. In this chapter, the research design, research
procedures, participants, measures, and analysis for this study are described. The purpose
of this study was to examine two required career courses to determine if they affect
career self-efficacy and/or outcome expectations, and which components of SCCT’s
learning theory have the strongest influence.
Research Strategies
Careful consideration was given to the design of the current study. The current
study used a quantitative, quasi-experimental, repeated measures, survey design to
examine participants’ responses to various assessments at the beginning and end of two
required career courses. Alternative strategies could have been used to address the
research problem. For example, a qualitative approach could have been used to interview
the course enrollees before and after the course to analyze changes in self-efficacy and
outcome expectations, and what specific aspects of the learning experience resonate with
them. Although a qualitative approach was not selected in favor of a methodology that
could produce more generalizable results, the researcher recommends more qualitative
research on career courses due to the dearth of this methodology in the literature.
Hearing the voices of the students (Creswell, 2013) in career courses is recommended for
the future.
From a quantitative perspective, a variety of alternative designs and methodology
could have been selected. A quasi-experimental design using a control group and post-
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test only could produce similar results instead of the pre-post design that will be used in
the current study. Two groups – participants who completed both courses and
participants who did not complete either course – could have been given the survey as a
post-test only, followed by analysis between the two groups. The pre-post design was
selected due to its strength in providing a reasonable estimate of change produced by the
intervention, while also relatively simple and quick to implement (Creswell, 2014).
Furthermore, more sophisticated statistical analyses could have been used on the data
from the current design. One example is structural equation modeling that would allow
the researcher to test causal relationships among the variables. More advanced data
analysis techniques were not selected due to the capabilities and time constraints of the
researcher.
Quantitative Methodology
This study used a quantitative, quasi-experimental, repeated measures, survey
design to examine participants’ responses to various assessments at the beginning and
end of two required career courses. See Figure 2 for a visual representation of the design.
The repeated measures design involved multiple measures of the same variables taken on
the same or matched subjects over two or more time periods often after a particular
treatment. A repeated measures design allows the researcher to assess a variable over
time and includes benefits such as more statistical power and the need for fewer subjects
(Creswell, 2014). The survey design was selected based on the low cost, ease of
distribution to participants, and familiarity with the method by participants (Dillman,
Smyth, & Christian, 2009).
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Figure 2
Visual representation of the research design.
Research Population
The nonrandom sample consisted of undergraduate business students at a midsize,
public university in the Midwest in the United States. The sample for the treatment group
was drawn from students who were enrolled in two sequential, required career
development courses in the college of business. A comparison group was also used. The
sample for the comparison group was drawn from a list of sophomore and junior
undergraduate business students from the same college who were not enrolled in the
career courses but planned to take them future terms.
The sample size for each group for this study was calculated in this way. The
population in this study is college students who are business majors at 4-year public
institutions. There were approximately 8.8 million college students at 4-year public
institutions in 2018 (National Center for Education Statistics, n.d). Business is one of the
most popular majors; approximately 20% of all college students major in business
(National Center for Education Statistics, n.d). Thus, the population of interest in this
study totals approximately 1,760,000.
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Using a confidence level of 95% and a margin of error of 5%, Dillman, Smyth,
and Christian (2009) advise a sample size of 246 when quantitative surveys are used for
data collection. The researcher also evaluated prior similar studies on career courses in
the literature and calculated an average sample size of 106 participants across ten studies.
The researcher then consulted with the Nebraska Evaluation and Research (NEAR)
Center on campus. After running a power analysis for the two-factor ANOVAs, it was
determined that in order to find a small effect size, the sample sizes would need to be 456
and 670. In order to find a medium effect size, the sample sizes would need to be 74 and
108 (Faul, Erdfelder, Buchner, & Lang, 2009). After running a power analysis for the
multiple regressions, it was determined that in order to find a small effect size, the sample
size would need to 995. In order to find a medium effect size, the sample would need to
be 135 (Faul, et al, 2009).
Student enrollment numbers in the career courses from past terms was analyzed to
determine realistic sample size estimates. Enrollment in BSAD 222 (excluding the
section taught by the researcher) is 400 students. Based on prior enrollment history,
approximately 75% of BSAD 222 students enroll in BSAD 333 the subsequent term,
which means 300 students would have taken both courses in the needed timeframe.
About 10% of the college’s students are international students, which further reduces the
potential sample to approximately 270 students. International students were excluded
from the current study due to the differences in the career development process between
domestic and international students (Balin, Anderson, Chudasama, Kanagasingam, &
Zhang, 2016). Assuming a 30% response rate (Dillman, Smyth, and Christian, 2014) and
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considering the power analyses and sample sizes of the previous studies in the literature,
a sample size of at least 80 for each group was sought.
Intervention
The intervention was two required career development courses designed for
sophomore and junior-level business undergraduates – BSAD 222: Career Development
and Planning and BSAD 333: Internship and Job Search Strategies. Both courses were
used (versus just one) because the topics covered in each course do not split evenly
between career decision-making and career search content. Elements of both topics
occur in each course. The fact that they are taught as two separate courses is more of an
administrative decision based on the availability of teaching staff, timing of career fairs,
etc. The content is often combined at other colleges and universities into one course.
BSAD 222: Career Development and Planning is a required course designed for
sophomore business students. Please refer to Appendix A for the syllabus. The course
description is: BSAD 222 focuses on career development for business students. In this
course, students learn more about their interests, skills, and values. They identify career
goals, develop professional networks, and conduct an informational interview with a
professional in a career field of interest that will help them make informed academic and
career decisions. Students prepare for internships by creating an individual development
plan and developing a résumé for internship opportunities. The learning objectives are
to: (1) identify interests, skills, values, and strengths and recognize how they apply to
major/career selection, (2) determine professional career goals, (3) create an action plan
to develop transferable skills and talents through experiences, (4) write an effective
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résumé for internship opportunities, and (5) network with professional and personal
connections to explore business majors and careers (Sewell, 2019).
BSAD 222 is an in-person course that meets seven times for 50 minute-sessions
and occurs during the second eight-weeks of the semester. Sessions of 80 students are
taught in a classroom-style lecture hall with tiered, cluster-style tables. Instructors are
PhD- and Masters-level career services professionals. Each course has an undergraduate
teaching assistant who is an extensively trained Peer Career Coach. Attendance in the
course is required. Assignments include a resume formatting quiz, assessing yourself
quiz (based on Holland code), Clifton Strengths assessment, FOCUS 2 assessment, career
research assignment, informational interview and reflection, individual development
plan, and a one-on-one resume coaching session with the instructor or teaching assistant.
The last session of the course is a live networking session with employers and alumni
from the area (Sewell, 2019).
Pre-/post-assessment of the course learning objectives from the semester in which
this study was conducted show strong self-reported growth among all students who
completed the course. Please refer to Table 1.
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Table 1
BSAD 222, Fall 2019, Pre-/Post-Analysis of Learning Objectives for All Students.
How would you rate your ability to…
Identify your interests, skills, values and
strengths?
Recognize how your interests, skills, values
and strengths apply to your major/career
selection?
Determine your professional career goals?
Identify steps needed to accomplish your
professional career goals?
Network with professional and personal
connections to explore business majors and
careers?
Create an action plan to develop
transferable skills and talents through
experiences?
Develop an effective resume for
professional development opportunities?

Average Average Average Average
Pre
Post
Change
%
Change
3.62
.396
0.34
9%
3.43

3.90

0.47

14%

3.25

3.78

0.53

16%

3.25

3.78

0.53

16%

3.18

3.70

0.52

16%

3.17

3.74

0.57

18%

3.27

4.07

0.80

24%

BSAD 333: Internships and Job Search Strategies is a required course designed
for junior business students. Please refer to Appendix B for the syllabus. The course
description is: BSAD 333 is an online course with two in-person out-of-class
assignments that focuses on strategies to identify, apply for, and secure internships and
full-time employment. The learning objectives are to: (1) grow professional network (inperson and online) to identify and acquire career-related experiences, (2) write a cover
letter and LinkedIn profile using strong written communication skills, (3) refine a résumé
using strong written communication skills, (4) search for and apply to job/internship
opportunities, (5) market transferable skills, strengths and experiences to employers using
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good verbal communication, and (6) understand appropriate job search ethics (Hageman,
2019)
BSAD 333 is an online course with two in-person components and occurs in the
first eight-weeks of the semester. The course is taught as one large section of 500
students, but students are divided into groups of 10 and paired with one instructor (also
known as a group moderator). Instructors are a combination of PhD- and Masters-level
career services professionals and undergraduate teaching assistants (also known as Peer
Career Coaches) who are assigned between 1-4 groups of students. Assignments include
submitting a tailored resume, creating a LinkedIn profile, conducting employer research,
writing a cover letter, and giving an elevator speech. The two in-person assignments are
attending the university career fair and doing a practice (i.e., “mock”) interview and
resume review with an employer (Hageman, 2019).
Pre-/post-assessment of the course learning objectives from the semester in which
this study was conducted show strong self-reported growth among all students who
completed the course. Please refer to Table 2.

39

Table 2
BSAD 333, Spring 2020, Pre-/Post-Analysis of Learning Objectives for All Students.
How would you rate your ability to…
Develop a professional network (in person
and online)?
Write a cover letter?
Develop a LinkedIn profile?
Update your resume?
Search for job/internship opportunities?
Describe skills and experiences at a career
fair?
Describe skills and experiences during an
interview?
Appropriate job search ethics?
Create a new or adjust an existing job
search action plan?
Effectively/successfully apply for jobs and
internship?
Navigate evolving technologies related to
the job search process?
Navigate and utilize Handshake for your
future job/internship search?

Average Average Average Average
Pre
Post
Change
%
Change
3.35
4.13
0.78
23%
2.86
3.09

3.94
4.20

1.08
1.10

38%
35%

3.69
3.29
3.26

4.34
4.09
4.00

0.65
0.79
0.73

18%
24%
23%

3.34

4.14

0.79

24%

3.25
2.94

4.13
3.90

0.88
0.96

27%
33%

3.27

4.14

0.87

27%

3.33

4.10

0.76

23%

3.13

4.13

0.99

32%

Both BSAD 222 and BSAD 333 are part of a larger career and professional
development program, which is a four-course program required for all college of business
students at the university. The program was created and implemented as a requirement in
2013. The first course in the series, BSAD 111: Investing in Strengths, focuses on
strengths and adjustment to college; the fourth course in the series, BSAD 444:
Professional and Life Skills, focuses on transition for graduating seniors into the
workforce and life after college. Based on the lack of direct career-related content in
these courses, they were not included in the present study.
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BSAD 222 and BSAD 333 meet the standards for a strong career intervention
based on Brown and Krane’s (2000) criteria for an effective career intervention, which
are effective career interventions (1) allow clients to clarify career and life goals in
writing, (2) provide clients with individualized interpretations and feedback, (3) provide
current information on the risks and rewards of selected occupations and career fields, (4)
include study of models and mentors who demonstrate effective career behaviors, and (5)
include assistance in developing support networks for pursuing career aspirations. BSAD
222 and 333 together cover all aspects of a strong career intervention through lecture
content, assigned reading materials, in-class activities, and homework assignments.
Examples of content that meet this criteria include taking a career assessment, writing
career goals, conducting career and company research, creation of an individual
development plan, conducting an informational interview with a professional in a career
of interest, one-on-one resume coaching and practice interviewing sessions, networking
with professionals, and creation of an online professional profile (Hageman, 2019;
Sewell, 2019). External analysis of the courses was conducted by an educational
psychology professor to confirm that the courses met the criteria for a learning
experience as defined by SCCT. Please refer to Appendix C for the analysis.
Data Collection Instruments and Measures/Variables
Demographic and contextual variables questionnaire. Participants completed
a demographic questionnaire indicating their age (must be 19 years or older due to the
age of majority in the state), gender identity, race and ethnicity, year in college,
international student status, major, transfer student status, and GPA. Students who
marked they are international students were excluded. Additional questions about
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education and work experience were collected, including the extent of the students’ fulltime, part-time and summer job, how many internships they have completed, the extent of
their on-campus involvement, how many on-campus leadership positions they have held,
how many courses they have taken in their major, whether or not they have utilized
career services before, parental involvement in their major/career decisions, and the
extent to which finances have affected their major/career decisions. Including this
additional information assisted the researcher in understanding and explaining the results
of the study by providing a more comprehensive picture of the backgrounds and
contextual influences of the participants. Please refer to Appendix D for a copy of the
survey.
Career exploration and decisional self-efficacy scale. Lent, Exeofor, Morrison,
Penn, and Ireland (2016) developed the Career Exploration and Decisional Self-Efficacy
Scale to measure an individual’s confidence in engaging in tasks for the purpose of
exploring and making decisions about a career path (Lent et al., 2016). The present study
used this instrument to measure career decision self-efficacy. The eight items are
assessed on a five-point scale, with 0 (no confidence at all) to 4 (complete confidence).
As recommended by the instrument authors, scores were calculated in the current study
by summing all of the items and dividing by the total number of scale items. Sample
items for this scale are “How much confidence do you have in your ability to learn more
about careers you might enjoy?” and “How much confidence do you have in your ability
to make a well-informed choice about which career path to pursue?” (Lent et al., 2016).
The CEDSE scale demonstrates high internal reliability (Cronbach’s alpha = 0.93)
in a sample of college students (Lent et al., 2017). Reliability tests for the current study

42

resulted in high scores for both the pre-test (Cronbach’s alpha = 0.874) and post-test
(Cronbach’s alpha = 0.921). The scale is significantly and positively correlated with
another measure of career decision self-efficacy (e.g. CDSE-SF), which shows the
CEDSE’s convergent validity with a similar construct. Predictive validity was
established with positive, significant correlations with career decision-making outcome
expectations and career exploration intentions (Lent et al., 2016; Lent et al., 2017).
Please refer to Appendix E for a copy of the survey and Appendix F for the author’s
permission to use the instrument.
Career search self-efficacy scale. The Career Search Efficacy Scale was
designed to assess the degree of confidence a person has for performing a variety of
career search tasks (Solberg, Good, Nord, Holm, Hohner, Zima, Heffernan, & Malen,
1994). The present study used this instrument to measure career search self-efficacy.
The measure has 35 total items grouped into four subscales: job search efficacy (14
items), interviewing efficacy (8 items), networking efficacy (8 items), and personal
exploration efficacy (5 items). The survey was used as one large scale; analysis was not
conducted using the subscales. Sample items include: “Identify and evaluate your career
values,” “Utilize your social networks to gain employment,” and “Conduct an
information interview.” Items ask, “How confident are you in your ability to…” and are
rated on a 10-point rating scale from 0 (very little) to 9 (very much). As recommended
by the instrument authors, scores were calculated in the current study by summing all of
the items and dividing by the total number of scale items.
Internal consistency was assessed by the instrument authors using Cronbach’s
alpha yielding scores of .97 for the full scale and ranges from .87 to .95 for the subscales.
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Reliability tests for the current study resulted in high scores for both the pre-test
(Cronbach’s alpha = 0.970) and post-test (Cronbach’s alpha = 0.970). Analysis of
validity has been conducted by the authors and “evidence supporting convergent and
discriminant validity” was established (Solberg et al, 1994, p. 121). Please refer to
Appendix G for a copy of the survey and Appendix H for the author’s permission to use
the instrument.
Two separate measures of career self-efficacy were used because there are two
types of career self-efficacy: career exploration and decisional self-efficacy and career
search self-efficacy. Both career exploration/decision-making and career search
strategies are covered in the courses, and there is not one instrument that includes both
types of items.
Career expectations survey scale. The Career Expectations Survey scale (Betz
& Voyten, 1997) was developed to measure the outcome expectations with respect to
career decision-making. The present study used this instrument to measure career
outcome expectations. The survey was used as one large scale; analysis was not
conducted using the subscales. This scale has 12 total items divided into two subscales.
Five items on the scale relate to educational performance, such as, “If I try hard enough, I
will get good grades.” Seven items related to career decision-making, such as “If I learn
more about different careers, I will make a better career decision. As recommended by
the instrument authors, scores were calculated in the current study by summing all of the
items and dividing by the total number of scale items. Responses are obtained using a 5point Likert scale ranging from Strongly Agree to Strongly Disagree.
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Values of coefficient alpha were .77 (educational outcome) and .79 (career
outcome) respectively (Betz & Voyten, 1997). Four additional items were written by the
researcher and added to the instrument to cover the outcome expectations of the job
search content covered in the courses, which were not included the original instrument,
such as “If I grow my professional network, I will be more likely to achieve my career
goals.” Reliability tests for the current study resulted in high scores for both the pre-test
(Cronbach’s alpha = 0.877) and post-test (Cronbach’s alpha = 0.915). Please refer to
Appendix I for a copy of the survey and Appendix J for the author’s permission to use the
instrument.
Career exploration and decision learning experiences. The Career Exploration
and Decision Learning Experiences (CEDLE) scale was developed to help researchers
and practitioners clarify how and to what extent the various types of learning experience
affect self-efficacy and outcomes expectations (Lent, Ireland, Penn, Morris, &
Sappington, 2017). In the present study, this instrument’s five subscales were used as
predictor variables to predict changes in three dependent variables: career decision selfefficacy, career search self-efficacy, and outcome expectations. The 20-item instrument
is divided into six subscales based on Bandura’s (1997) conceptual definitions of the
primary sources of efficacy: personal mastery (4 items), verbal persuasion (4 items),
vicarious learning (4 items), positive emotion (4 items), and negative emotion (4 items).
Participants respond by rating their agreement with statements such as “the way I have
approached important career-related decisions has worked well for me in the past.”
Ratings are based on a 5-point scale ranging from strongly disagree (1) to strongly agree
(5). As recommended by the instrument authors, scores were calculated in the current
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study by summing all of the items on each subscale and dividing by the total number of
subscale items.
Instrument authors report strong internal consistency with Cronbach alpha values
between .81 and .89 for the subscales. Reliability tests for the current study were
conducted on the subscales only since the subscales were used in the analysis. Tests of
the reliability of the subscales resulted in medium to low scores for both the pre-test
(Cronbach’s alpha = 0.576 for mastery experiences; 0.649 for verbal persuasion; 0.659
for vicarious learning; 0.312 for negative emotion; 0.077 for positive emotion) and posttest (Cronbach’s alpha = 0.795 for mastery experiences; 0.688 for verbal persuasion;
0.786 for vicarious learning; 0.361 for negative emotion; 0.031 for positive emotion).
Validity was demonstrated by the instrument authors using extensive factor analysis
(Lent, et al, 2017). Please refer to Appendix K for a copy of the survey and Appendix L
for the author’s permission to use the instrument.
Pilot Study
A pilot study was conducted to test the exact procedures and instruments to be
used in the study (Dillman, Smyth, & Christian, 2009). The sample for the pilot study
were student employees of the Business Career Center. The demographic survey and all
four instruments were given to a sample of 8 participants. Only one administration
(versus a pre and post) was done. The survey procedures and results were analyzed. The
researcher adjusted the survey procedures, the language used in the survey instructions,
and some of the survey items based on the feedback received from the pilot participants
and the lessons the researcher learned during the pilot administration and analysis. The
data collected from the pilot study was discarded and not used in the data analysis,
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because the participants in the pilot study had already taken the career courses used in
this study.
Data Collection Procedures
For the pre-test administration, students enrolled across five sections of BSAD
222 were informed of the study via an email at the end of the first week of class (please
see Appendix M for a copy of the recruitment email). The researcher visited class during
the second week of the course for each of the five sections and invited students to
participate. A follow-up email was sent to 387 students with a link to the survey (please
see Appendix N). A chance to win a $100 Amazon gift card was included to motivate
participation. Offering tangible awards can increase the amount of people who choose to
complete the study (Dillman, Smyth, & Christian, 2009). Two reminder emails were sent
to participants on five days and seven days respectively after the email is sent with the
survey link. Those who agreed to participate were given informed consent information, a
demographic survey, and the four assessments (i.e., Career Exploration and Decisional
Self-Efficacy Scale, Career Search Self-Efficacy Scale, Outcome Expectations Scale, and
Career Exploration and Decision Learning Experiences Scale). This first administration
occurred mid-October during the second week of BSAD 222, which occurred in the
second eight-weeks of the fall semester (i.e., October-December).
A comparison group also received the pre-test. A list of sophomore and junior
undergraduate domestic business majors in the same college was generated. The
researcher has access to this information through employment with the college, and
permission from the dean’s office was granted (please see Appendix O for the permission
email from the college’s dean office). A sample of 578 students were emailed and asked
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to participate (please see Appendix P and Q). Participants were notified that they were
entered to win a $100 Amazon gift card. Two reminder emails were sent at seven days
and 10 days.
A second administration of the four assessments occurred in mid-March for the
treatment group, after completion of BSAD 333, which occurs in the first eight-weeks of
the spring semester (i.e., January-March). Not all participants in the first administration
took BSAD 333 the following term, but historical enrollment records show that many do.
Participants who completed the pre-test and enrolled in BSAD 333 in the following term
were emailed and asked to participate in the post-test administration (please see
Appendix R).
The participants in the comparison group who completed the first survey were
also contacted via email at this time to complete the post-test administration (please see
Appendix S). Two reminder emails were sent to participants who do not complete the
study at 5 and 7 days respectively after the post-survey email is sent. A thank you email
was sent to participants who completed the survey. A chance to win one of two $100
Amazon gift cards was included to motivate participation. All of these steps were
completed to ensure the response rate is as high as possible (Creswell, 2014).
The surveys were delivered to both groups of participants at both time internals
via an email link through the online survey tool Qualtrics. All surveys began with
informed consent and screening questions to ensure the participants understood the rights
as a research subject and met the eligibility for the study (see Appendix T for a copy of
the informed consent).
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Table 3
Sample sizes and response rates
Time 1
Sample Size
Response Rate
Treatment
Group
Comparison
Group

Time 2
Sample Size Response Rate

N = 63

16.3%

N = 25

50%

N = 31

5.4%

N = 17

54%

Data Analysis
After the necessary data were collected and coded, statistical tests were performed
using the Statistical Package of Social Sciences (SPSS) for Windows. A summary of the
research questions and data analysis plan is displayed in Table 4.
Table 4
Research questions and statistical analyses
Question
How do required career
courses affect career
self-efficacy?

Variables
Career decision-making self-efficacy (DV)
Career search self-efficacy (DV)
Time (IV)
Group (IV)

Analysis
2 Two-Way
ANOVAs

How do required career
courses affect outcome
expectations?

Outcome expectations (DV)
Time (IV)
Group (IV)

1 Two-Way
ANOVA

Which aspect of the
career courses had the
strongest influence on
career self-efficacy and
outcome expectations?

Career decision-making self-efficacy (DV)
Career search self-efficacy (DV)
Outcome expectations (DV)
Personal mastery (Predictor variable)
Verbal persuasion (Predictor variable)
Vicarious learning (Predictor variable)
Positive emotion (Predictor variable)
Negative Emotion (Predictor variable)

3 Multiple
Linear
Regression
Analyses
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Descriptive statistics. Descriptive statistics were run and reported to describe the
participants in terms of demographics and number of respondents and non-respondents.
Descriptive statistics were run and reported including means, standard deviations, and
range of scores for all variables.
Inferential statistics. Although the sample size was not as large as desired,
analysis continued with inferential statistics of the variables (Creswell, 2014). Two-way
Analysis of Variance (ANOVA) was used to determine if career courses affect career
decision self-efficacy, career search self-efficacy, and outcome expectations. ANOVA
allows the researcher to evaluate differences between two or more treatment groups or
populations (Mertens, 2010). Scale scores were calculated by summing the total scores
and dividing by the total number of scale items.
Research question 1: How do required career courses affect career self-efficacy?
Null Hypothesis 1.1: There will be no change in career decision self-efficacy.
Null Hypothesis 1.2: There will be no change in career search self-efficacy.
Research question 2: How do required career courses affect outcome
expectations?
Null Hypothesis 2.1: There will be no change in outcome expectations.
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Table 5
Two-way ANOVA factors table

Treatment
Group
Factor
One

Control
Group

Factor Two
Pre-Test
Post-Test
Mean for Career Decision
Mean for Career Decision SelfSelf-Efficacy
Efficacy
Mean for Career Search SelfMean for Career Search SelfEfficacy
Efficacy
Mean for Outcome
Mean for Outcome
Expectations
Expectations
Mean for Career Decision
Mean for Career Decision SelfSelf-Efficacy
Efficacy
Mean for Career Search SelfMean for Career Search SelfEfficacy
Efficacy
Mean for Outcome
Mean for Outcome
Expectations
Expectations

Correlational statistics. Correlational statistics describe the strength and
direction of a relationship between two or more variables (Mertens, 2010). Three
multiple linear regression analysis equations were attempted to determine which
components of SCCT’s learning theory (personal mastery, verbal persuasion, vicarious
learning, positive emotion, or negative emotion) had the strongest influences on the
dependent variables – career decision self-efficacy, career search self-efficacy, and
outcome expectations.
Research question 3: Which components of SCCT’s learning theory have the
strongest influence on career self-efficacy and outcome expectations?
Null Hypothesis 3.1: All components of SCCT’s learning theory will equally
affect career decision self-efficacy.

51

Null Hypothesis 3.2: All components of SCCT’s learning theory will equally
affect career search self-efficacy.
Null Hypothesis 3.3: All components of SCCT’s learning theory will equally
affect outcome expectations.
The level of significance used to reject or accept the null hypotheses was p<.05
(Mertens, 2010). The results were discussed and interpreted. The discussion of the
results is where meaning is made for the reader (Creswell, 2014). The discussion
reported how the results answered the research questions and how the results could
impact future practice and research on the topic.
Data Storage and Archives
In order to ensure privacy and protect the welfare of the participants and the
organization, steps were taken to ensure confidentiality and secure collected data.
Pseudonyms were used for any participants mentioned directly in the results or discussion
sections. The name of the organization was not used – only a description of the
organization. Qualtrics was used for data collection, which utilizes strong protocols for
data security. Data was stored in the researcher’s personal password protected computer
and a password protected, online cloud storage file hosting service. The researcher had
sole access to the protected computer and cloud storage. All raw data will be kept and
protected for three years and destroyed after that time.
Institutional Review Board Approval
Since the research used human subjects, approval from the Institutional Review
Board from the organization of the researcher was attained before any data was collected.
This was to ensure that ethical and safe research was conducted, all federal regulations
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protecting human subjects were followed, the rights of the participants are protected,
informed consent is given, and risk is managed appropriately. All policies and
procedures outlined by the Institutional Review Board were followed by the researcher.
Role of the Researcher
Since the study used a quantitative design, the role of the researcher was to
mitigate personal involvement. The researcher tried to remove biases and subjectivity
from the study. In the current study, the researcher has a vested interest in the results,
because part of the researcher’s job is to oversee the career courses used in the study.
The effects of this conflict were reduced by being open and honest about the conflict of
interest and using strong research design and evidence-based discussion of the results. In
addition, the researcher is involved in teaching both of the courses. The effects of this
conflict were reduced by not recruiting the students in the sections of the courses that the
researcher taught. Enrollment was high enough that the other sections provided a large
enough sample. Finally, the researcher supervises two of the other instructors for BSAD
222 and 333. The effects of this conflict were reduced by being open and honest about
expectations and procedures and separating the study from the daily administration and
teaching of the courses.
Ethical Considerations
Participation in the study was completely voluntary and participants had the
ability to withdraw from the study at any time. The researcher treated the participants
with the highest level of sensitivity and respect by clearly stating the purpose and
procedures of the study to the participants, informing participants of their rights in
writing and verbally, not using deceptive or misleading practices to recruit or retain
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participants, adhering to strict confidentiality standards, explaining the role of the
researcher, and following ethical practices (Creswell, 2013). A copy of the results was
offered to participants who were interested to further increase transparency to
participants. Results and discussion of results are accurate and truthful and not
plagiarized.
Summary
This study used a quantitative, quasi-experimental, repeated measures, survey
design to examine college students taking two required career courses and the underlining
mechanisms behind how career courses affect students’ career development. A
demographic survey along with four instruments assessing career self-efficacy, outcome
expectations, and learning experiences were administered to the treatment group and a
comparison group. Data were analyzed using descriptive statistics (i.e., means, standard
deviations, and ranges), inferential statistics (i.e., ANOVA), and correlational statistics
(i.e., multiple linear regression). All efforts were made to complete an accurate and
ethical study.
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CHAPTER FOUR: RESULTS
Chapter four addresses the statistical analyses and the results of the study. First, a
description of the preliminary analyses is presented. Next, the descriptive, inferential,
and correlational statistics are given. Finally, the secondary analyses are described.
Preliminary Analyses
Preliminary analyses were conducted in order to ensure the data met basic
assumptions for the statistical methods required for the research questions. No data were
missing, so additional steps were not need to complete the data set. There were no issues
with skewness of the sample. However, three scales (vicarious learning for the treatment
group, negative arousal for the comparison group, and outcome expectations for the
treatment group) had high kurtosis, meaning they had heavy tails or outliers (DeCarlo,
1997).
Reliability scores were calculated for each instrument used. Please refer to Table
6 for reliability scores. Scores for the Career Decision-Making Self-Efficacy Scale,
Career Search Efficacy Scale, and Career Expectations and Intentions scale were high
(above the 0.80 score that is considered acceptable in most applied social science
research) (Lance, Butts, & Michels, 2006). However, scores for the Career Exploration
and Decision Learning Experiences and its subscales were low, much lower than the
scores reported by the scale authors, which were between .81 and .89 for the subscales
(Lent, Ireland, Penn, Morris, & Sappington, 2017).
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Table 6
Reliability of instrument scores.

Instrument
Career Decision-Making Self-Efficacy Scale
Career Search Efficacy Scale
Career Expectations and Intentions scale
Career Exploration and Decision Learning Experiences
Personal mastery
Verbal persuasion
Vicarious learning
Negative emotion
Positive emotion

Cronbach’s Alpha
Pre-Test Post-Test
0.874
0.921
0.970
0.970
0.877
0.915
0.680
0.681
0.576
0.795
0.649
0.688
0.659
0.786
0.312
0.261
0.077
0.031

Descriptive Statistics
Descriptive statistics were run and reported to describe the participants in terms of
demographics (see Table 7) and number of respondents and non-respondents. At time
one for the pre-survey, the survey was sent to 387 students enrolled in BSAD 222: Career
Development and Planning and 63 students responded by completing the entire survey,
which was a 16.3% response rate. For the comparison group, 578 students in the college
of business who were not registered for BSAD 222: Career Development and Planning
were emailed the survey and asked to participate. Thirty-one students responded by
completing the entire survey, which was a 5.4% response rate.
At time two for the post-survey, 50 of the 63 participants who took the pre-survey
enrolled in BSAD 333. All 50 of them were emailed the post-survey at time two.
Twenty-five (25) of them completed it, which was a 50% response rate. All 31
participants in the comparison group were emailed the post-survey. Seventeen (17) of
them completed it, which was a 54% response rate.

56

Table 7
Participant demographics

Age

Gender

Year in School

Race/Ethnicity

Average GPA
Transfer Status
Total

Treatment
19 = 10 (40.0%)
20 = 11 (44.0%)
21 = 2 (8.0%)
22 = 0 (0.0%)
23+ = 2 (8.0%)
M = 13 (52.%)
F = 12 (48%)
Freshmen = 0 (0.0%)
Sophomore = 16 (64.0%)
Junior = 7 (28.0%)
Senior = 2 (8.0%)
Asian = 0 (0.0%)
Black/African = 1 (4.0%)
Hispanic/Latinx = 1 (4.0%)
Native American = 0 (0.0%)
Pacific Islander = 0 (0.0%)
White/Caucasian = 23
(92.0%)
Prefer not to answer = 0
(0.0%)
Other = 0 (0.0%)
3.47
Yes = 4 (16.0%)
No = 21 (84.0%)
25

Comparison
19 = 6 (35.3%)
20 = 6 (35.3%)
21 = 3 (17.6%)
22 = 2 (11.8%)
23+ = 0 (0.0%)
M = 9 (52.9%)
F = 8 (47.1%)
Freshmen = 0 (0.0%)
Sophomore = 8 (47.1%)
Junior = 7 (41.2%)
Senior = 2 (11.8%)
Asian = 0 (0.0%)
Black/African = 0 (0.0%)
Hispanic/Latinx = 0 (0.0%)
Native American = 0 (0.0%)
Pacific Islander = 0 (0.0%)
White/Caucasian = 17 (100%)
Prefer not to answer = 0
(0.0%)
Other = 0 (0.0%)
3.38
Yes = 4 (23.5%)
No = 13 (76.5%)
17

Descriptive statistics were run and reported including means, standard deviations,
and range of scores for all variables. Please refer to Table 8.
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Table 8
Descriptive statistics.
Variable

Pre/Post
Mean
Difference
Career Decision Self-Efficacy
Treatment
-1.08
Comparison
-.65
Career Search Self-Efficacy
Treatment
-8.96
Comparison
-4.24
Outcome Expectations
Treatment
1.16
Comparison
.53
Master Experience
Treatment
.28
Comparison
.47
Verbal Persuasion
Treatment
-1.40
Comparison
-.82
Vicarious Learning
Treatment
-.24
Comparison
-.18
Negative Arousal
Treatment
-1.24
Comparison
.24
Positive Arousal
Treatment
-.20
Comparison
.88
Note: Negative scores denote an increase in the variable.

Std.
Range of
Deviation Scores
4.672
3.445
22.178
13.94
6.395
5.352
1.882
1.772
1.500
1.704
3.192
1.500
3.358
3.133
2.102
1.867

17
12
85
49
26
18
7
7
6
7
17
9
14
11
8
6

Inferential Statistics
Although the sample size was smaller than anticipated, analysis continued with
inferential statistics of the variables (Creswell, 2014). ANOVA was used to determine if
career courses affected career decision self-efficacy, career search self-efficacy, and
outcome expectations. ANOVA allows the researcher to evaluate differences between
two or more treatment groups or populations. (Mertens, 2010).
Research question 1: How do required career courses affect career self-efficacy?
Null Hypothesis 1.1: There will be no change in career decision self-efficacy.
A mixed-groups factorial ANOVA was performed to examine the effects of
required career courses on career decision self-efficacy. The ANOVA determined no
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difference between the treatment and comparison groups’ difference scores (F(1,40) =
0.004, p ˃ .05), meaning the career courses did not result in a change in career decision
self-efficacy. (See Table 9.) A power analysis found an effect size of 0.326 (small
effect). The null hypothesis was not rejected.
Null Hypothesis 1.2: There will be no change in career search self-efficacy.
A mixed-groups factorial ANOVA was performed to examine the effects of
required career courses on career search self-efficacy. The ANOVA determined no
difference between the treatment and comparison groups’ difference scores on career
search self-efficacy (F(1,40) = 0.002, p ˃ .05), meaning the career courses did not result
in a change in career search self-efficacy. (See Table 9.) A power analysis found an
effect size of 0.78 (close to a large effect). The null hypothesis was not rejected.
Interestingly, the ANOVA did show a significant result for the factor of time alone,
meaning both groups’ scores decreased significantly between time one and time two (F(1,
40) = 4.725, p < .05). (Note: this indicates an increase in career search self-efficacy.)
The significance and implications of this finding are discussed in chapter five.
Research question 2: How do required career courses affect outcome expectations?
Null Hypothesis 2.1: There will be no change in outcome expectations.
A mixed-groups factorial ANOVA was performed to examine the effects of
required career courses on outcome expectations. The ANOVA determined no difference
between the treatment and comparison groups’ difference scores on outcome expectations
(F(1,40) = 0.480, p ˃ .05), meaning the career courses did not result in a change in
outcome expectations. (See Table 9.) A power analysis found an effect size of -0.33
(small effect). The null hypothesis was not rejected.
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Table 9
ANOVA results.

Career Decision
Self-Efficacy
Career Search
Self-Efficacy
Outcome
Expectations

Sum of
Squares

df

Mean Square

F

Sig.

0.179

1, 40

0.179

0.004

0.947

2.103

1, 40

2.103

0.002

0.963

56.482

1, 40

56.482

0.480

0.493

Correlational Statistics
Correlational statistics describe the strength and direction of a relationship
between two or more variables (Mertens, 2010). The researcher attempted to run three
multiple linear regression analysis equations to determine which components of SCCT’s
learning theory (personal mastery, verbal persuasion, vicarious learning, positive
emotion, or negative emotion) had the strongest influences on the dependent variables –
career decision self-efficacy, career search self-efficacy, and outcome expectations.
Research question 3: Which components of SCCT’s learning theory have the strongest
influence on career self-efficacy and outcome expectations?
Null Hypothesis 3.1: All components of SCCT’s learning theory will equally affect
career decision self-efficacy.
However, reliability scores for each of the five subscales on the Career
Exploration and Decision Learning Experiences (CEDLE) scale were not high enough to
proceed without additional statistics procedures (See Table 6.) (Lance, Butts, & Michels,
2006). Cronbach’s alpha scores were analyzed to determine if removal of specific
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questions could increase reliability scores enough to proceed, but analysis concluded no
path to Cronbach’s alpha scores of 0.8 or higher. The decision was made by the
researcher not to proceed with the analysis and left research question three as
inconclusive.
Conclusion
To summarize, three ANOVA analyses were run to determine whether required
career courses affected career decision self-efficacy, career search self-efficacy, and
outcome expectations. In addition, three regressions were attempted to determine which
aspects of SCCT’s learning theory had the most influence on career decision selfefficacy, career search self-efficacy, and outcome expectations. The three ANOVAs did
not reject the null hypothesis, and the regressions could not be run based on low
reliability scores. A discussion of the results is presented in the chapter five.
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CHAPTER FIVE: DISCUSSION
Summary of Findings
Career courses are increasing at colleges and university across the country
(Folsom, Reardon, & Lee, 2005). Much research has shown the positive effects of such
courses. However, less is understood about the underlying mechanisms by which these
courses affect change or which specific components of learning produce the change. The
purpose of the present study was to examine two required career courses using Social
Cognitive Career Theory (SCCT) to determine if they produced an increase in career selfefficacy or outcome expectations, and to determine which components of SCCT’s
learning theory have the strongest influence on career self-efficacy and outcome
expectations. The results of the data analysis showed that the career courses did not have
an effect on career self-efficacy or outcome expectations. Analysis of the difference
among learning methods was inconclusive due to low reliability of scale scores.
Interpretations of Findings
Regarding the first research question (i.e., do required career courses affect career
self-efficacy?), the result found no change in career self-efficacy. The results do not
support previous research. Previous research on career courses by Reese and Miller
(2006), Fouad, Cotter, and Kantamneni (2009), Grier-Reed and Skaar (2010), and
Komarragu, Swanson, and Nadler (2014) has shown an increase in career self-efficacy
using pre/post designs for career courses, demonstrating that career self-efficacy can be
increased by career intervention. In addition, the current study does not support the
SCCT model, which posits that learning experiences lead to increases in career selfefficacy. According to SCCT, the main influence on career self-efficacy is learning
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experiences. Those learning experiences provide important information that helps
develop the individual’s self-efficacy for career-related tasks (Tokar et al., 2012).
Participants in the current study received career-related learning experiences but did not
demonstrate an increase in career self-efficacy compared to the comparison group.
One explanation for the non-significant results might be that the sample size was
too small. A power analysis detected a moderate effect size but low power, indicating an
effect on career self-efficacy may have been present but not strong enough to be
significant. The sample size analysis conducted prior to the study indicated sample sizes
needed to be 456 and 670 for a two-factor ANOVA to find a small effect size, and the
sample sizes would need to be 74 and 108 to find a medium effect size (Faul, Erdfelder,
Buchner, & Lang, 2009). The sample sizes for the current study were much smaller at 25
(treatment) and 17 (comparison). Future research could embed the survey into the course
content (as well as the content of a comparison course) versus sending it has a separate
email to increase visibility, credibility, and ultimately participation.
Another explanation might be that additional time is needed after the courses are
complete for individuals to apply the concepts and experience the effects of their new
knowledge. While previous research has found significant positive effects of career
courses immediately following the courses’ end (Folsom, Reardon, & Lee, 2005), it could
be that the nature of business students or the fact that the career courses in this study were
required (versus elective) may have changed when the benefits are achieved. The current
research on career courses does not include any studies that examine career courses
months after completion (Folsom, Reardon, & Lee, 2005). Future research should
include more longitudinal designs to ensure courses that produced significant effects
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maintain those effects as well as to determine whether or not some career courses only
produce change after sufficient time has passed to apply and understand the concepts as
well as what factors leads to this difference (if any).
Thirdly, both groups of students likely had learning experiences during the fourmonth period between the pre- and post-tests besides the career courses. It is known that
the treatment group had a career-related learning experience in the career courses.
However, the comparison may have had other career-related learning experiences not
recorded by the researcher. While there was not a significant difference between the
treatment and comparison groups for career search self-efficacy, the analysis
demonstrated a small significant increase in career search self-efficacy for both groups,
meaning both groups reported increases their career search self-efficacy between the preand post-tests. It could be that the comparison group – though opting not to register for
the career courses during those particular terms – sought other opportunities for career
development, such as applying for part-time jobs or internships, seeking guidance from
mentors, or having conversations with recruiters at networking events like university
career fairs. This alternative explanation would be supported by Patton and McMahon
(2014) who proposed that career development learning can occur in both intentional and
unintentional circumstances, and formal and informal settings. Future research could
examine informal or unintentional career-related learning experiences to the learning that
occurs in career courses.
Finally, an alternative explanation might include the fact that these two career
courses are required. Most career courses are elective, and most of the literature cited on
career courses does not examine the elective versus required nature of the courses
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(Folsom, Reardon, & Lee, 2005; Hardesty, 1991; Spokane & Oliver, 1983; Whiston,
Sexton, & Lasoff, 1998), which may have an effect on the courses’ benefits (or lack
thereof). For example, the required nature of the career courses used in this study may
change the level of readiness for career development among enrollees. It is possible that
students who voluntarily opt to register for an elective career course may be more
emotionally or psychologically mature or developmentally ready for career planning and
thus able to understand the concepts more fully or perhaps career-related issues may be a
more pressing issue in their lives and thus get more of their attention. Future research
should include explore the differences in populations of students who register for
required versus elective career courses and the resultant outcomes.
Regarding the second research question (i.e., do required career courses affect
outcome expectations?), the results found that the career courses did not lead to a change
in outcome expectations. The results do not support previous research. Betz and Voyten
(1997), Brown and Lent (1996), and Diegelman and Subich (2001) have all demonstrated
in previous research that outcome expectations can be increased through career
interventions like career courses. In addition, the current study does not support SCCT.
According to SCCT, the main influence on outcome expectations is learning experiences.
Those learning experiences provide important information that helps develop the
individual’s outcome expectations for career-related tasks (Tokar et al., 2012).
Participants in the current study received career-related learning experiences but did not
demonstrate an increase in career-related outcome expectations.
Alternative explanations for why these results do not align with previous results
may have to do with outcome expectations being less understood as a construct. Most of
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the research conducted using SCCT has focused on career self-efficacy; much less has
focused on outcome expectations (Lindley, 2005). This may be due to Bandura’s focus
on self-efficacy versus outcome expectations in his own writing or lack of a sufficient
measurement for the construct (Fouad & Guillen, 2006). Researchers have called for
more research on outcome expectations to understand negative outcome expectations
(versus positive), its dimensionality, and its usefulness in career interventions (Betz &
Voyten, 1997; Fouad & Guillen, 2006; Lent & Brown, 2006; Lee & Park, 2011). In
addition, college students’ limited understanding of their current interests, skills, and
values and their limited understanding of the world of the work may affect the degree to
which they are able to assess their outcome expectations, which involve predictions about
the future.
Regarding the third research question (i.e., which components of SCCT’s learning
theory have the strongest influence on career self-efficacy and outcome expectations?),
the results of the current study do not help discern which component of SCCT’s learning
theory are most associated with changes in career self-efficacy or outcome expectations
since the researcher was no able to proceed with the regression analysis due to low
reliability of the instrument’s subscales. Future research should study this instrument
further particularly in a career course setting and/or add additional questions to the
subscales to increase the reliability of the scores. Each subscale only included 3-4 items,
which is a low number to capture complex constructs which as the positive and negative
emotions associated with career decision-making.
In regard to supporting previous research and SCCT, SCCT does not theorize
which learning experiences influences career self-efficacy and outcome expectations or
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how. Although learning experiences are a core part of SCCT and a direct antecedent to
self-efficacy and outcome expectations, the authors of SCCT do not define or deconstruct
the learning experience. In addition, little research has been conducted on the learning
experiences directly (Anderson & Betz, 2001; Tokar et al., 2012) and no previous
research has examined them in relationship to career courses. Unfortunately, this study
was not able to provide more depth or clarity as to what the learning experience is or
should be as presented in SCCT. Future research should aim to break down and define
the construct of learning experience to better equip practitioners to create and deliver
quality learning experiences related to career development; ones that produce effective
change in students’ self-efficacy and outcome expectations.
Implications of Findings
The first implication of the findings is to challenge the notion of how effective
career courses are if they do not produce a change in career self-efficacy and outcome
expectations, as found in this study. Assessment of career courses most often does not
measure career constructs such as career self-efficacy or outcome expectations. They are
more often based on more superficial evaluations such as satisfaction surveys and
pre/post-tests that measure learning objectives (Folsom & Reardon, 2003). The courses
used in this study were part of a career development program that has received national
recognition from peers, three national (CLC Annual Conference, 2020; NACE Annual
Conference, 2019; and NACE Annual Conference, 2018) and two regional conference
presentations (MWACE Annual Conference, 2019; MWACE Annual Conference) and
one national award for innovation (CLC, 2019). (Note: Full citations were not included
to protect the confidentiality of participants).
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In addition, as reported in chapter three, average scores indicate growth in all
learning objectives. This indicates learning and growth among the students in the courses
on topics such as resume writing, networking, professional branding, and creating job
search strategies. These improvements are valid and noteworthy in and of themselves.
However, if strong career courses like these do not produce increases in more established
career constructs such as career self-efficacy and outcome expectations, career services
professionals and career course instructors must examine the quality of their career
courses. And, they must have strong evidence as to what constitutes effective career
courses and how to implement and assess them. Future research should incorporate an
analysis of the individual changes on the learning objectives of the courses in addition to
measures of career self-efficacy and outcome expectations.
Of course, the pre-/post-test analyses of the learning objectives were conducted on
all students who enrolled in the courses; the subset of students who opted to participate in
this study may have differed in important ways from the other students in the courses.
For example, international students were excluded from the study. It could be that these
international students experienced a marked increase in their knowledge and
understanding of the American career development and job search process, which would
have been captured in the analysis of the learning objectives but not in this study. Or, it
could be that individuals who have a natural interest in career development (and thus high
career self-efficacy and outcome expectations to begin with) chose to participate in the
study because of their natural proclivity for career development but ultimately
experienced less career-related growth in the courses.
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Similarly, the second implication of the findings is the need for a better
understanding of the ‘learning experience’ presented in SCCT and a better instrument to
measure the construct. The SCCT theory lacks depth regarding the learning experience
construct and should be expanded by the authors to define what a learning experience is
in the context of the theory and specific contextual situations (e.g., formal versus
informal settings). Based on the large number of career courses being taught across the
country, better guidance is needed for career services professionals and career course
instructors on what the learning experience needs to be to produce changes in career selfefficacy and outcome expectations. For example, which career-related topics, course
structure, assignments, class size, and pedagogy result in the largest increases in career
self-efficacy and outcome expectations? And, which methods work best for various
populations (e.g., high school students and college students; performance and engineering
majors; international students and students of color)?
Next, the Dunning-Krueger Effect (Kruger & Dunning, 1999) may have been at
play in the intervention. The Dunning-Kruger effect is a cognitive bias in which people
with low ability at a task overestimate their ability. It comes from the inability of people
to recognize their lack of ability. Self-reported measurements of ability to do a task are
high on pre-tests. Estimates of ability decrease sharply when individuals are exposed to
the new learning material and quickly realize what they do not know. After learning
occurs, self-reported scores of ability increase once the individual has actually learned the
material. The result is pre- and post-test scores that lack differentiation due to inflated
pre-test scores. Career concepts may be an area in which students mistakenly feel
confident in their abilities and/or underestimate the complexity of the career development
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process ahead of time. Further research should apply the Dunning-Krueger effect to
career concepts and identify ways to conduct research on career concepts in a way that
mitigates this effect.
The final implications of this study are how it adds to existing research. First, it
examines career self-efficacy as applied to career courses, which only three other studies
have done (Fouad, Cotter, & Kantamneni, 2009; Grier-Reed & Skaar, 2010; Reese &
Miller, 2010) and examines SCCT as applied to career courses, which only one other
study have done (Grier-Reed & Skaar, 2010). Although the results differ from the
findings of these prior studies, the results promote understanding of career self-efficacy
and SCCT when applied to career courses and supplement the literature on the
effectiveness of career courses more broadly.
Second, most research on career self-efficacy focuses on career decision selfefficacy, but many career courses include content on both career exploration/decisionmaking and career search strategies. This study incorporated a measure on career search
self-efficacy, which helps to further the research on the understanding of the
dimensionality of career self-efficacy. The instrument used in this study divided career
search self-efficacy into four subscales (e.g., job searching, interviewing), which were not
explored in this study but could be in future research.
Third, previous research studies have called for future research that applies career
self-efficacy to specific majors/careers (e.g., art, athletics, service, etc.) and student
populations as well as use longitudinal designs to explore whether gains in career selfefficacy are sustained. This study applied career self-efficacy and SCCT to business
majors and employed a longitudinal design thereby expanding the literature in these
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areas. Future research related to SCCT and career courses could especially focus on
specific populations within the courses such as non-traditional or international students
who present diverse backgrounds, career goals, and levels of career readiness. In regard
to business majors, future research could explore how benefits of career courses differ
among majors, especially majors that have more linear career paths (like business) and
those that do not (like art history or women’s studies).
Fourth, this study included outcome expectations in addition to career selfefficacy. As mentioned previously, calls for additional research on outcome expectations
have been made by several researchers (Fouad & Guillen, 2006; Lindley, 2005; Lee and
Park, 2011). These calls for additional research on outcome expectations also seek to
examine positive (versus negative) outcome expectations (Lent & Brown, 2006). And,
they seek to explore outcome expectation in relationship to career interventions (Betz &
Voyten, 1997). This study added to the literature by including positive outcome
expectations in the context of career courses (i.e., career intervention).
Finally, this study added to the literature by examining the learning experience
aspect of SCCT. Little research exists on this component of the theory, and much of the
existing research only addresses the development of instruments (Ireland & Lent, 2018;
Lent et al., 2017; Tokar et al., 2012). This study added to existing literature by applying
the instrument to career courses.
Delimitations and Limitations
Delimitations. Certain delimitations were used to narrow the focus of the study.
First, the population was limited to only college students (versus high school students or
adult learners at a place of employment) and only U.S. college students. It was limited to
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only college students, because late adolescents and early adulthood is a critical time for
career decision making (Gore & Metz, 2008) and the most likely stage of life for an
individual to take a career course (Folsom, Reardon, & Lee, 2005).
Only U.S. college students were examined in order to narrow the literature to a
manageable amount for the literature review and to avoid introducing confounding data
in the current study. International students were excluded from the study due to the
differences in the career development process between domestic and international
students. International students have additional barriers in the career development
process such as language barriers, differing cultural norms regarding career selection
(e.g., higher parental/familial involvement, government-sponsored programs that dictate
major), less understanding of the U.S. job search process (e.g., higher emphasis on
education and relevant skills versus personality and networking), and the need to
understand the U.S. visa process or the recruitment process for hiring in their home
country (Balin, Anderson, Chudasama, Kanagasingam, & Zhang, 2016). In addition,
international students come from a multitude of different countries, and the career
development process varies greatly among countries – making “international students” a
difficult population to define. Although examining the differences between domestic and
international students’ in regard to their outcomes in career courses is important and has
not been studied in the prior literature, it was beyond the scope of this study. Future
research should examine the effects of career courses on international students.
The study focused specifically on the variables of learning experiences, career
self-efficacy, and outcome expectations even though career courses are associated with a
wide variety of other career constructs. This decision was made, because the focus of
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this study is on the process of career development. According to SCCT, career selfefficacy and outcome expectations help illuminate the underlying processes of career
development (Lent & Brown, 2013), not just outcomes. Previous research has already
established the positive outcomes associated with career courses using common career
variables such as career maturity, career agency, decidedness, planning behaviors,
(Folsom, Reardon, & Lee, 2005; Hardesty, 1991; Spokane & Oliver, 1983; Whiston,
Sexton, & Lasoff, 1998), but this body of research has not examined the underlying
processes behind the positive outcomes of career courses. Additionally, SCCT includes
many additional hypotheses including how personality, background, contextual factors,
interests, goals, and actions, factor into the career development process. The current
study did not focus on these factors, but the demographic survey included some questions
about contextual factors that could be used for secondary analysis to assist in the
understanding the results of the primary analysis in the future.
Limitations. The current study had several limitations. There are limitations
related to the sample used. The sample population was a non-diverse sample (i.e.,
predominately white and male), only included business majors, and was a sample of
convenience and non-random. All of these aspects of the sample limit the
generalizability of the results.
The data collected only included quantitative measures, which limits how deeply
and robustly concepts can be explored and did not allow as much flexibility in the data
collection process (Creswell, 2014). Closed-ended survey methods restricted the amount
of information and depth of information collected. Since previously-created instruments
were used, the resultant data is only as good as the reliability and validity of the
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instruments (Creswell, 2014). Not including longer-term outcomes (i.e., a third data
collection months after the courses are over) restricts the conclusions to short-term
effects.
As with all survey research, any relationships found indicates correlation not
causation (Creswell, 2014). Response rates were low as is often the case with survey
research (Dillman, Smyth, & Christian, 2009). The results may have been subject to
response bias. Since participation in the study is voluntary, individuals who choose to
participate may be different than students who do not. And, responses to the surveys
were self-report, so the data is only as strong as the accuracy of individuals’ ratings
(Dillman, Smyth, & Christian, 2009).
The author holds a post-positivist worldview which is characterized by
determination, reductionism, empirical observation and measurement, and theory
verification (Creswell, 2014). The design and results of this study reflect this worldview
which excludes other information that could be collected, analyzed, and interpreted
according to other worldviews.
Kurtosis was high on three instruments (i.e., heavy tails on the distribution of
scores), indicating the sample may have violated normal distribution. Non-parametric
statistics were run to double-check the results, but no differences were found with these
additional analyses. In addition, low reliability scores were found on the Career
Exploration and Decision Learning Experiences instrument on both the instrument
overall as well as on the subscales, indicating that the scores may not be internally
consistent. If the scores were not measuring the intended variables (or measuring them
well), the results are less trustworthy. Finally, the sample size was smaller than desired.
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This resulted in low power for several of the analyses, which may in fact have been
significant if the sample size had been larger (and thus the power larger).
Recommendations
This section discusses the practical implementations of the study’s findings and
offers suggestions for future research. First, practitioners and researchers are encouraged
to work together to identify which components of career courses lead to the greatest
increases in career self-efficacy and outcomes expectations. For example, which careerrelated topics, course structure, delivery, teaching methods, assignments, timing (e.g.,
sophomore year), class size, and student characteristics are most influential in improving
career self-efficacy and outcome expectations. In order to reach this goal, career services
professionals who teach career courses should educate themselves on the current
literature that explains how to increase career self-efficacy and outcome expectations and
ensure their courses include these components. Then, they should educate themselves in
the Scholarship of Teaching and Learning so that they can experiment with new concepts
and learning methods to further the understanding of career self-efficacy and outcome
expectations as they related to career courses. It is recommended that published research
studies report the specific aspects of the courses and student populations so that other
researchers and practitioners can understand how their courses compare and contrast in
interpreting the results.
Similarly, the second recommendation is that career- and student affairs-related
professional organizations could play an important role in educating these practitioners
on teaching and researching their courses. It is recommended they create and provide
guidelines for training instructors on how to teach career courses. Even though hundreds
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of career courses exist across the country, there is currently no guidance from
professional organizations on what to include for content, how to teach well, how to train
new instructors, or how to evaluate the courses’ or instructors’ effectiveness.
The third recommendation is to expand the scope of research on career courses to
include which background and contextual factors affect the learning experience and
career self-efficacy and outcomes expectations, as well as the subsequent goals, actions,
and outcomes (please refer to Figure 1). This study focused solely on the center of the
SCCT model – the learning experience, career self-efficacy, and outcome expectations.
In order to truly understand how career courses are the most effective and for whom,
research will need to examine all parts of the SCCT model. In addition, other career
theories could be used to examine the mechanisms of effective career courses, or a theory
specific to career courses for college students could be developed and tested.
In order to use SCCT to research career courses, better instruments will need to be
developed to measure the important career-related variables, particularly outcome
expectations and learning experiences. Instruments also need to provide flexibility to
account for topics covered in the courses. For example, one course may include topics on
major/career exploration, resume writing, and networking, while another may cover
major/career exploration, professionalism, and branding. A best practice in instrument
development might be to divide content into sections or subscales to easily allow for
customization. These instruments also need to keep pace with the changing technologies
and processes related to career development and job searching. For example, none of the
instruments used in this study addressed relevant technologies (like applicant tracking
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systems, virtual interviewing, or LinkedIn) or branding, which are essential in today’s job
market.
Finally, it is recommended that a broader selection of research methodologies be
used to study career courses. The majority of research evaluating the effectiveness of
career courses uses quantitative methods (Folsom, Reardon, & Lee, 2005). Future
research should incorporate qualitative and/or mixed methods to provide a more
comprehensive picture of the effectiveness of the courses as well as the student and
instructor experience. Future research should also incorporate more longitudinal designs,
which would allow for a longer amount of time before the post-test. For example,
researchers could follow up with students again at six months or one year after the career
course to see if career self-efficacy or outcome expectations increases at a future point in
time, assuming the individual may need time to apply and/or experience the concepts
learned in the course before the individual changes in a meaningful or measurement way.
Conclusion
This research study aimed to determine if required career courses affected
students’ career self-efficacy and outcome expectations and which aspects of the career
courses have the strongest influence on career self-efficacy and outcome expectations.
Based on a quantitative analysis of pre- and post-tests, the career courses did not have an
effect on career self-efficacy or outcome expectations. Analysis of the difference among
learning methods was inconclusive due to low reliability of scale scores.
Based on the increasing number of career courses being taught at colleges and
universities across the country and ever-increasing expectations from both students and
parents for a high return their investment in a college degree, it is paramount for the
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career services profession to identify the essential components of effective career course
content, teaching methods, and evaluation to ensure the efforts of these instructors and
the time, energy, and monetary investment of their students is beneficial for their futures.
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APPENDIX A: BSAD 222: CAREER DEVELOPMENT AND PLANNING
SYLLABUS

Fall 2019 Syllabus
Section XXX: DAY at 8:XX-X:XX AM in HLH XXX
Instructor
NAME
Pronouns:
TITLE
Business Career Center (HLH 141)
Peer Career Coach
NAME
Pronouns:
Business Career Center (HLH 141)
Teaching Assistant
NAME
Pronouns:
Business Career Center (HLH 141)

EMAIL
402.472.7272 (office)
402.472.XXXX (direct)
EMAIL
402.472.7272 (office)

EMAIL
402.472.7272 (office)

Office Hours: By appointment or drop-in. The instructor is available for drop-in meetings and
questions on Monday from 1:00-4:00pm. The Peer Career Coach and Teaching Assistant are only
available by appointment. Call 402.472.7272 or access MyPLAN through Canvas to schedule
appointments for other days or times.
Note: Questions related to the course should be posted on the Canvas class discussion board.
Contact the instructor directly via email or phone for questions regarding extenuating
circumstances.
Course Description
The Professional Enhancement Program (PrEP) is a series of classes designed to develop
professional, confident and polished students for lifelong career success. BSAD 222 focuses on
career development for business students. In this course, students learn more about their interests,
skills, and values. They identify career goals, develop professional networks, and conduct an
informational interview with a professional in a career field of interest that will help them make
informed academic and career decisions. Students prepare for internships by creating an individual
development plan and developing a résumé for internship opportunities.
BSAD 222 is a mini-course, so the drop/add dates are different than full-semester courses. Please
check MyRED to determine specific drop/add dates.
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Learning Objectives
As a result of successful completion of BSAD 222, students will be able to:
1. Identify interests, skills, values, and Strengths and recognize how they apply to
major/career decisions
2. Determine professional career goals
3. Create an action plan to develop transferable skills and talents through experiences
4. Write an effective résumé for internship opportunities
5. Network with professional and personal connections to explore business majors and
careers
Course Requirements
Required*: The Gallup Organization’s CliftonStrengths™ assessment.
*If you have already completed the CliftonStrengths assessment in a past course and have access to your
results, you will not need to purchase another code/book and retake the assessment. If you have not yet
completed the CliftonStrengths assessment, you will be issued a code via email as long as you indicate a
need for this on the Pre-Class Survey.

This course is conducted primarily in the classroom, with all assignments and communication
taking place through Canvas. Students need access to a reliable computer with internet access and
are expected to check Canvas daily. Please ensure that the email address listed in Canvas is
accurate and one that you check on a daily basis. Technical requirements and support for Canvas
can be found here.
All written assignments must be submitted in a Word document format (.doc, .docx); any other
formats are unable to be opened by the instructor. Microsoft Office Suite is available for free
through your UNL Outlook account. Log in to your inbox, go to Settings > Office 365 Settings >
Software. Each student account comes with five free installs for all of your devices. If you wish to
purchase the Microsoft Office Suite it is also available at a discounted rate for students in the
UNL Computer & Phone Shop.
Course Communication Expectations
When contacting the instructor or teaching assistants, students are expected to adhere to the
following guidelines. Any communication received that does not follow the guidelines addressed
here will be asked to be rewritten.
•
•
•
•
•

Utilize a short, yet descriptive subject line that includes, “BSAD 222”
Address the instructor professionally, such as Dear Ms. Sewell, Dear Instructor Sewell, or
Dear Katie; students will not use simply “Hey” or launch directly into the questions being
asked; appropriate professional titles include Dr., Mr., Ms., & Mx. (gender neutral)
Messages show signs of being proofread for mistakes; full sentences should be used;
messages should be grammatically correct and spell-checked
Tone should be considered; only emails with a professional, respectful tone are
acceptable
Include a closing and a signature identifying the sender

Communication Notes:
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•

•
•

Students can expect their messages to be answered within 24 hours if the message was
received between 8:00am and 5:00pm, Monday – Friday. Messages received after
5:00pm will be answered the next business day. Messages received on the weekend will
be answered the following Monday.
Students are expected to respond to communication from their instructor or teaching
assistant within 24 hours.
Communication will occur through Canvas Conversations except in extenuating
circumstances. Check Canvas Conversations daily.

Classroom Conduct
This course takes place primarily in person with some discussions happening online via Canvas.
In both environments - in person and online - students are expected to treat each other, the
instructor, teaching assistants, employers, and guests with utmost respect at all times. This
includes arriving on time, staying for the entire class, participating, actively listening, and
submitting assignments on-time.
Healthy debate and discussion is encouraged, but it is expected that students will do so in a way
that maintains the dignity of each person as an individual and shows respect for different
opinions. Any student caught being disrespectful of another person will be asked to drop the
course.
Use of electronic devices (i.e. cell phones -includes ringing, texting; iPads/tablets; computers;
iPods; etc.) during class is considered unprofessional and will not be tolerated. Such use will
result in loss of attendance credit for the day unless given prior permission by the instructor. If
a clock is needed, bring a watch. The instructor may choose to not notify student when such use is
noticed, but instead, will deduct attendance credit from the student’s grade total.
Academic Integrity
Academic integrity is expected. Dishonesty in any form will absolutely not be tolerated and may
result in a failing grade in this course. All assignments should be completed by the individual
without any unauthorized outside assistance.
Academic dishonesty includes, but is not limited to: cheating; allowing, collaborating, or assisting
others to cheat; fabrication and falsification; presenting the work of another as one’s own; abuse
of academic materials; complicity in academic dishonesty; falsifying grade reports;
misrepresentation to avoid academic work (lying to the instructor); etc. All work submitted is to
be in the student’s own words.
According to the UNL student handbook, any student found guilty of academic dishonesty may be
subject to both academic and disciplinary sanctions. In cases where an instructor finds that a
student has committed ANY act of academic dishonesty, the instructor may, in the exercise of
their professional judgment, impose an academic sanction as severe as giving the student a failing
grade in the course. The matter may be brought to the attention of the student's advisor, department
chairperson, and the college dean.
College of Business Policy on Academic Integrity
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Per the UNL Student Code of Conduct: "The maintenance of academic honesty and integrity is a
vital concern of the University community. Any student found guilty of academic dishonesty
shall be subject to both academic and disciplinary sanctions."
A. Academic dishonesty includes, but is not limited to, the following: Copying or attempting to
copy from an academic test or examination of another student; using or attempting to use
unauthorized materials, information, notes, study aids or other devices for an academic test,
examination or exercise; engaging or attempting to engage the assistance of another individual in
misrepresenting the academic performance of a student; communicating information in an
unauthorized manner to another person for an academic test, examination or exercise; plagiarism;
tampering with academic records and examinations; falsifying identity; aiding other students in
academic dishonesty, and other behaviors in the student judicial code of conduct, Article III
section B (stuafs.unl.edu/dos/code).
B. The penalties for academic dishonesty will be severe, and may range from receiving a failing
grade on the test or assignment, failing the course in which academic dishonesty took place, or
the possibility of expulsion from the university. Faculty will report all cases of academic
dishonesty to the Dean of Students at UNL, who will place a report in the student’s permanent
file. A file of academic integrity violations will also be maintained by the College of Business.
C. If you copy, or substantially copy, work from anyone else on a paper, the work must be put in
quotes and the source(s) cited. Otherwise, it is plagiarism. If plagiarism or other forms of
academic dishonesty are found on a group work assignment, it is possible that every member of
the group will be punished. It is to your advantage to check out anything that does not seem like
the work of your group members or colleagues. Written assignments are subject to verification
using Turnitin for plagiarism.
Professional Enhancement Program (PrEP) Policy on Academic Integrity
A. Students may NOT reuse assignments completed for other PrEP courses which
includes BSAD 111, BSAD 222, BSAD 333, and BSAD 444. An example of this
includes résumé assignments, which must be updated from previous PrEP classes to
reflect gains in knowledge and experience. If the student received a grade of “No Pass” in
a previous semester of BSAD 222 or withdrew from the course, the student may NOT
reuse any assignments completed for past BSAD 222 classes. That is defined as selfplagiarism and will be considered cheating.
B. Using external sources to copy professional career related documents and profiles
(i.e. résumés, cover letters, LinkedIn) will not be acceptable for assignment
submission. By copying, borrowing or purchasing templates and content from any
source, students have not exercised original thought to communicate their experiences to
employers. Additionally, paying others to create documents falls within this policy. If
suspected in violation, the course instructor will review the assignment and determine
appropriate action based on PrEP and course performance. The maximum penalty for
plagiarism is a “No Pass” in this course.
Center for Teaching & Learning
Students are encouraged to utilize the Teaching and Learning Center throughout the semester
located in Hawks Hall 014. In the Center, you will find supplemental instruction (optional
additional lectures/support for challenging classes), study groups, and facilitated course
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mentoring, as well other workshops (on topics such as developing study skills, time management,
managing test anxiety, etc.) and a variety of other resources for your learning success. In addition,
there will be regular events that help you acclimate to the college and focus on your development
and engagement.
Reasonable Accommodations
The University strives to make all learning experiences as accessible as possible. If you
anticipate or experience barriers based on your disability (including mental health, chronic or
temporary medical conditions), please let me know immediately so that we can discuss options
privately. To establish reasonable accommodations, I may request that you register with Services
for Students with Disabilities (SSD). If you are eligible for services and register with their office,
make arrangements with me as soon as possible to discuss your accommodations so they can be
implemented in a timely manner. SSD contact information: 232 Canfield Admin Bldg.; 402-4723787.
Instructor’s Notes
This syllabus is a guideline. It can change based on instructor and student input, as well as
unforeseen circumstances.
Grading
This course is a one-credit hour, Pass/No Pass course. Attendance is crucial and if more than
one class is missed, you will receive a failing grade. You are required to earn a grade of
“Pass” in BSAD 222 in order to graduate from the College of Business.
In order to pass, students must complete the following:
Due

Oct. 28

•
•
•

Assignment Name
Attendance/Participation
*Please note that attendance for module 7,
Build Your Community, is mandatory.
Class Conduct/Expectations Quiz
Pre-Class Survey
Current Résumé

Nov. 3

•

Résumé Formatting Quiz

Nov. 4

•
•
•

CliftonStrengths Insight Guide
FOCUS 2 Assessment
Assessing Yourself Quiz

Nov. 10

•

Résumé Formatting Check (VMock)

•
•
•
•
•
•
•
•

Career Research Assignment
Informational Interview Checkpoint
Individual Development Plan
Résumé Coaching Session with Instructor(s)
Professional Résumé
Informational Interview Reflection
Craft Your Image – Online Summary
Internship/Employer Survey

N/A

Nov. 18
Nov. 25
Dec. 6
Dec. 8
Dec. 9
Dec. 16

Required Grade
Attend 6/7 Class Sessions
9/9 (unlimited attempts)
Complete
Complete
Score a minimum of 18/20 (3
attempts)
Complete
Complete
Score 8/10 (3 attempts)
Inst. Approval before 1:1
Appt
Complete
Complete
Meets Expectations
Complete
Meets Expectations
Meets Expectations
Complete
Complete
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•
•

Post-Class Survey
College of Business Course Evaluation

Complete
Complete

* All assignment instructions and grading rubrics are located in Canvas.
Not Meeting Requirements: If you happen to not meet a required score (e.g., less than the
required quiz score, scoring a “Does Not Meet Expectations” on an assignment, etc.), you are
encouraged to proactively reach out to your instructor or teaching assistant to discuss next steps.
Assignment Deadlines
All assignments are required to be submitted through Canvas by the due date listed in both the
syllabus and in Canvas. Not meeting this requirement could result in a “no pass.”
Extensions
In the case of an extenuating circumstance that leads to an assignment being submitted late,
students are expected to communicate with their instructor as proactively as possible. An
extension will be provided if a student is honest, professional, leads communication efforts, and
establishes a suitable assignment completion timeline. If a student appears to be taking advantage
of this extension policy (e.g., turning in multiple assignments after the deadline, etc.), the
instructor holds the right to “no pass” the student.
For university approved excused absences (e.g., to participate in a university activity such as an
athletic event, debate, or music performance), students are required to communicate proactively
and to complete make-up work according to the timeline established by the instructor.
Communication and timeliness are a part of professionalism. BSAD 222 moves quickly, so
staying on top of assignments, following instructions, and communicating appropriately will
allow you to be successful in the course.
Course Schedule
Module
#

1

Date

Class Topic

Assignments Due

Oct. 28

Assess Your
Reality

 Reading: Course Syllabus – due before class
 Review: Navigate Canvas course site to familiarize
yourself with the location of information and
assignments before class
 Quiz: Class Conduct/Expectations Quiz – score 9/9
before class
 Survey: Pre-Class Survey – due before class
 Assignment: Current Résumé - Upload a copy of your
current résumé to Canvas before class AND bring 1
printed copy of current résumé to class
Due Sunday, November 3 by 11:59pm
 Watch the Craft Your Résumé presentations
 Update your current résumé formatting based upon
information provided in the Craft Your Résumé
presentations
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 Quiz: Résumé Formatting Quiz – pass with a minimum
score of 18/20 (3 attempts)

2

Nov. 4

Check
Yourself

Due Monday, November 4 by 8:30am
 Watch the Strengths in Your Career video
 Watch the Holland Code video
 Assignment: CliftonStrengths assessment – Upload a
copy of your Insight Guide to Canvas before class
 Assignment: FOCUS 2 assessment – Upload a copy of
your portfolio to Canvas before class AND bring
printed results to class
 Quiz: Assessing Yourself Quiz – pass with a minimum
score of 8/10 (3 attempts)
Due Sunday, November 10 by 11:59pm
 Submit your résumé to VMock by Sunday, November
10 at 11:59PM. Note that you will need to upload,
review the feedback, make updates based on the
feedback and upload again BEFORE this due date!
Résumé must be approved by your instructor before
your scheduled 1:1 résumé coaching session.
REMINDERS
• Assignment: Informational Interview Reflection –
Begin researching and reaching out to professionals for
your Informational Interview (due XXX)

3

4

Nov. 11

Nov. 18

Investigate
Your
Possibilities

Develop
Your Plan

 Bring your résumé to class
 Complete 30-minute résumé coaching session with
XXX or XXX by Friday, December 6 [A-L = XXX;
M-Z = XXX]
*NOTE: Make any planned updates or changes to your
résumé before your appointment.
REMINDERS
• Assignment: Informational Interview Reflection –
Continue researching and reaching out to professionals
for your Informational Interview (due XXX)
• Assignment: Résumé Coaching Session – Résumé must
be approved by your instructor before your scheduled
1:1 résumé coaching session.
 Assignment: Career Research – submit on Canvas
before class
 Survey: Informational Interview Checkpoint before
class
 Bring your résumé to class
REMINDERS
• Assignment: Informational Interview Reflection –
You should be scheduling a time to interview a
professional for your informational interview (due
XXX)
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•

Only 2 weeks left!!! Complete 30-minute résumé
coaching session with XXX or XXX by Friday,
December 6 [A-L = XXX; M-Z = XXX]
• Assignment: Résumé Coaching Session – Résumé
must be approved by your instructor before your
scheduled 1:1 résumé coaching session.
*NOTE: Make any planned updates or changes to your
résumé before your appointment.

5

Nov. 25

Target Your
Brand





Assignment: Individual Development Plan
Review: “Your Ultimate Job Search Guide” – Pages
17-25
Bring an updated/edited copy of your résumé to class

REMINDERS
• Complete 30-minute résumé coaching session with
XXX or XXX by Friday, December 6 [A-L = XXX;
M-Z = XXX]
• Assignment: Résumé Coaching Session – Résumé
must be approved by your instructor before your
scheduled 1:1 résumé coaching session.
*NOTE: Make any planned updates or changes to your
résumé before your appointment.

6

Dec. 2

Craft Your
Image

REMINDERS
• FINAL WEEK! – Complete 30-minute résumé
coaching session with XXX or XXX by Friday,
December 6 [A-L = XXX; M-Z = XXX]
*NOTE: Make any planned updates or changes to your
résumé before your appointment.
Due Sunday, December 8 by 11:59pm
 Upload your Professional Résumé to Canvas
REMINDER
• Informational Interview Due Next Week!
• Attendance for class next week is required! Dress
business casual at minimum.

7

Dec. 9

Build Your
Community







Watch: Module 7 micro-lectures on networking in
Canvas
Assignment: Informational Interview Reflection –
submit on Canvas before class
Assignment: Craft Your Image – Online Profile
Summary –submit on Canvas before class
Reading: “Your Ultimate Job Search Guide” – Pages
11-15 before class
[OPTIONAL] Assignment: post one question about
networking to the class discussion board

REMINDERS
• Business Casual or Business Professional dress is
required
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•
•
•

8

Dec. 16

Start Your
Story

We will have guest speakers, be sure to show up to
class on time
Class will be held in Howard L. Hawks Hall (HLH)
Henrickson Family Atrium (2nd floor)
Attendance for this module is MANDATORY

No In-Person Class Meeting!
 Survey: Internship and Employer Survey
 Survey: Post-Class Survey

College of Business Course Evaluation (through
Evaluation Kit)
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APPENDIX B: BSAD 333: INTERNSHIP & JOB SEARCH STRATEGIES
SYLLABUS

Spring 2020 Syllabus
Primary Instructor
Janessa Hageman, M.A.
Pronouns: she/her/hers
Assistant Director, College of Business Career Center
College of Business, Hawks Hall141

jhageman3@unl.edu
402.472.7272 (office)
linkedin.com/in/janessahageman

Group Moderators
Adam Bastian, adam.bastian@huskers.unl.edu
Matt Geyer, mgeyer3@unl.edu
Katie Hauge, khauge2@unl.edu
Stephanie Hemje, shemje2@unl.edu
Tyler Jacobson,
tyler.jacobson@huskers.unl.edu
Kennedy Johnston,
kennedy.johnston@huskers.unl.edu
Chris Labenz, clabenz2@huskers.unl.edu

Kayleen Mourey,
kaymourey@huskers.unl.edu
Allison Norton,
allison.norton@huskers.unl.edu
Bailey Porter, bailey.porter@huskers.unl.edu
Celeste Spier, cspier2@unl.edu
Lauren Stehlik, lstehlik@unl.edu
Emma Stewart, estewart8@unl.edu
Caleb Suda, caleb.suda@huskers.unl.edu
Dr. Chris Timm, ctimm1@unl.edu

Office Hours: By appointment at the College of Business Career Center. Call 402.472.7272 or
access MyPLAN to schedule. Remember, you are encouraged to make coaching appointments to
assist with anything career-related during or after this course.
Note: Post questions related to the course on the “Ask the Instructor” Canvas Discussion Board.
Contact your group moderator directly via Canvas Conversations for questions regarding
extenuating circumstances.

Course Description
The Professional Enhancement Program (PrEP) is a series of classes designed to develop
confident, professional, and connected students for lifelong career success. BSAD 333 is an online
course with two in-person out-of-class assignments that focuses on strategies to identify, apply for,
and secure internships and full-time employment.
BSAD 333 is a mini-course, so the drop/add dates are different from full-semester courses. Please
check MyRED to determine specific drop/add dates.
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Learning Objectives
As a result of successful completion of BSAD 333, students will be able to:
6. Grow professional network (in-person and online) to identify and acquire career-related
experiences
7. Write a cover letter and LinkedIn profile using strong written communication skills
8. Refine a résumé using strong written communication skills
9. Search for and apply to job/internship opportunities
10. Market transferable skills, strengths and experiences to employers using good verbal
communication
11. Understand appropriate job search ethics

Instructor’s Notes
This syllabus is a guideline. It can change based on instructor/student input, as well as unforeseen
circumstances.

Instructor Roles & Communication Preferences
Primary Instructor: Janessa Hageman serves as the primary instructor for the course. Janessa
Hageman will send weekly announcements to the entire class via Canvas and answer daily
questions on the “Ask the Instructor” Canvas Discussion Board.
Group Moderator: You will also be assigned a “Group Moderator” during Week 1 of the
course, who will be your primary contact. Your group moderator will grade assignments, provide
feedback, and monitor your progress in the course. Any circumstances that require
correspondence need to be communicated with your group moderator by sending a message over
Canvas. Your group moderator will also be sending all communication via Canvas’s
Conversations (Canvas’s messaging tool).
Communication Notes:
• Students can expect messages to be answered within 24 hours if the message was
received between 8 AM and 5 PM, Monday – Friday. Messages received after 5 PM will
be answered the next business day. Messages received on the weekend will be answered
on the following Monday. Likewise, students are also expected to communicate within 24
hours.
• The only email communication will be Practice Interview Feedback Forms or in
extenuating circumstances and will be sent to your Huskers email account. Check Canvas
Conversations daily.

Course Communication Expectations
When contacting the instructor or group moderators, students are expected to adhere to the
following guidelines. Any communication that does not follow these guidelines will be asked to
be rewritten.
•
•

Utilize a short, yet descriptive subject line that includes, “BSAD 333”
Address the instructor or group moderator professionally, such as Dear Instructor
Hageman; students will not use simply “Hey” or launch directly into the questions being
asked; appropriate professional titles include Mr., Ms., Mx. (gender neutral), or
Instructor/Group Moderator
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•
•
•

Messages should show signs of being proofread; full sentences, grammatically correct,
and spell-checked
Tone should be considered; only messages with a professional, respectful tone are
acceptable
Include a closing and a signature identifying the sender

Course Requirements
This course is conducted primarily online through Canvas. Students will need access to a
reliable computer with internet and are expected to check Canvas daily. Technical requirements
and support can be found here.
Other technology needed: This class requires the use of a webcam and microphone. If you do
not have access to this equipment, computers with webcams are available by reservation at UNL
Career Services (225 NU). It also utilizes the following technologies/online platforms:
BigInterview, Handshake, LinkedIn, Orai, and VMock.
Written assignments: must be submitted in a Word document format (.doc, .docx). Microsoft
Office Suite is available for free through your UNL Outlook account. Log in to your inbox, go to
Settings > Office 365 Settings > Software. Each student account comes with five free installs for
all of your devices.

Classroom Conduct
This course takes place primarily online via Canvas and other platforms with some events
happening in-person. In these environments, in-person and online, students are expected to treat
each other, the instructor, group moderators, employers and guests with utmost respect at all
times. This includes arriving on time to events, dressing appropriately and professionally based
on the event, staying for the entire event, participating in online and in-person activities, actively
listening, and submitting assignments on time.
Healthy debate and discussion is encouraged, but it is expected students will do so in a way that
maintains the dignity of each person as an individual and shows respect for different opinions.
Any student caught being disrespectful of another person will be asked to drop the course.

College of Business Policy on Academic Integrity
Per the UNL Student Code of Conduct: "The maintenance of academic honesty and integrity is a
vital concern of the University community. Any student found guilty of academic dishonesty
shall be subject to both academic and disciplinary sanctions."
A. Academic dishonesty includes, but is not limited to, the following: Copying or attempting
to copy from an academic test or examination of another student; using or attempting to
use unauthorized materials, information, notes, study aids or other devices for an
academic test, examination or exercise; engaging or attempting to engage the assistance
of another individual in misrepresenting the academic performance of a student;
communicating information in an unauthorized manner to another person for an academic
test, examination or exercise; plagiarism; tampering with academic records and
examinations; falsifying identity; aiding other students in academic dishonesty, and other
behaviors in the student judicial code of conduct, Article III section B
(stuafs.unl.edu/dos/code)
B. The penalties for academic dishonesty will be severe, and may range from receiving a
failing grade on the test or assignment, failing the course in which academic dishonesty
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took place, or the possibility of expulsion from the university. Faculty will report all
cases of academic dishonesty to the Dean of Students at UNL, who will place a report in
the student’s permanent file. A file of academic integrity violations will also be
maintained by the College of Business.
C. If you copy, or substantially copy, work from anyone else on a paper, the work must be
put in quotes and the source(s) cited. Otherwise, it is plagiarism. If plagiarism or other
forms of academic dishonesty are found on a group work assignment, it is possible that
every member of the group will be punished. It is to your advantage to check out
anything that does not seem like the work of your group members or colleagues. Written
assignments are subject to verification using Safe Assignment for plagiarism.

Professional Enhancement Program (PrEP) Policy on Academic Integrity
A. Students may NOT reuse assignments completed for other PrEP courses which includes
BSAD 111, BSAD 222, BSAD 333, and BSAD 444. An example of this includes résumé
assignments, which must be updated from previous PrEP classes to reflect gains in
knowledge and experience. If the student received a grade of “No Pass” in a previous
semester of BSAD 333 or withdrew from the course, the student may NOT reuse any
assignments completed for past BSAD 333 classes. That is defined as self-plagiarism
and will be considered cheating.
B. Using external sources to copy professional career related documents and profiles (i.e.
résumés, cover letters, LinkedIn) will not be acceptable for assignment submission. By
copying, borrowing or purchasing templates and content from any source, students have
not exercised original thought to communicate their experiences to employers.
Additionally, paying others to create documents falls within this policy. If suspected in
violation, the course instructor will review the assignment and determine appropriate
action based on PrEP and course performance. The maximum penalty for plagiarism is a
“No Pass” in this course.

Center for Teaching & Learning
Students are encouraged to utilize the Teaching and Learning Center throughout the semester
located in Hawks Hall 014. In the Center, you will find supplemental instruction (optional
additional lectures/support for challenging classes), study groups, and facilitated course
mentoring, as well other workshops (on topics such as developing study skills, time management,
managing test anxiety, etc.) and a variety of other resources for your learning success. In
addition, there will be regular events that help you acclimate to the college and focus on your
development and engagement.

Reasonable Accommodations
The University strives to make all learning experiences as accessible as possible. If you
anticipate or experience barriers based on your disability (including mental health, chronic or
temporary medical conditions), please let me know immediately so that we can discuss options
privately. To establish reasonable accommodations, I may request that you register with Services
for Students with Disabilities (SSD). If you are eligible for services and register with their office,
make arrangements with me as soon as possible to discuss your accommodations so they can be
implemented in a timely manner. SSD contact information: 232 Canfield Admin Bldg.; 402-4723787.
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Grading
This course is one-credit hour, Pass/No Pass. You are required to earn a grade of “Pass” in BSAD
333 in order to graduate from the College of Business. The grade received for this course will be
based on the following:
To “Pass” students

Course Assignment:
must:
Class Conduct/Expectations Quiz
Module Quizzes (15 minutes, 8 out of 10)
attempts per quiz)
Tailored Résumé
LinkedIn Profile
Employer Practice Interview/Résumé Review
Career Fair
Employer Analysis
Cover Letter
Internship and Employer Survey
Discussions Participation
Discussions Point Breakdown
Introduction/LinkedIn
BigInterview (Virtual Interview)
Elevator Speech
Cover Letter

Your
Post
3 points
3 points
3 points
3 points

Score 100% (unlimited attempts)
Score ≥ 80% correct on each quiz (two
Complete (Graded Rubric)
“Meet Expectations”*
Complete
Complete
Complete
“Meet Expectations”*
Complete
Earn 20/20 points
Your Peer Feedback

Total

1 point each (2 replies)
1 point each (2 replies)
1 point each (2 replies)
1 point each (2 replies)
*replies after due date
will not be graded

5 points
5 points
5 points
5 points
20 Points

* All assignment instructions and grading rubrics are located in Canvas.
Assignment Deadlines: All assignments are required to be submitted through Canvas on the due
date by 11:59 PM CT. Not meeting this requirement could result in a no pass.
Extensions: In the case of an extenuating circumstance that leads to a late assignment, students
are expected to communicate as proactively as possible. An extension will be provided if a
student is honest, professional, leads communication efforts, and establishes a suitable assignment
completion timeline. If repeated behavior of needed extensions seems unlikely or is being taken
advantage of, a group moderator holds the right to no pass a student.
•

For university approved excused absences (i.e. to participate in a university activity such
as an athletic event, debate, or music performance, etc.), students are required to
communicate proactively and to complete make-up work according to timelines
established by the group moderator.

•

Communication and timeliness are a part of professionalism. BSAD 333 moves quickly,
so staying on top of assignments, following instructions and communicating
appropriately will ensure success.
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Not Meeting Requirements: If you happen to not meet a required score (e.g. a 70% on a quiz, an
assignment does not meet expectations, etc.); reach out to your group moderator proactively to
discuss next steps.

Discussions and Peer Feedback
This course involves four group discussion boards centered around assignments where you will need
to provide an initial post and feedback to two peers. Groups will be assigned on Thursday, January
16. These discussions allow you to:
• Practice giving guidance and direction to others through writing
• Utilize critical-thinking and problem-solving skills in which employers are seeking
• Gain different insights and suggestions on your career-related materials from peers to
impress employers
• Compare and assess your application material by benchmarking against peers
By actively participating in giving and receiving feedback, your career-related documents will
be that much stronger at the conclusion of this class.

Giving Great Feedback:
The feedback process is a two-way street; it can be frustrating and inefficient to receive
feedback that is not relevant. This feedback model is designed to give you a chance to self-evaluate
yourself based on the week’s material/modules/assignment rubric and decide where you need
feedback the most. Then, as a reviewer you will have the chance to showcase what you have learned
and assist your peers in creating stronger material by giving specific solutions. This model was
developed based on current best practices on feedback from education and business models. We
encourage all students to think of themselves as a coach and from the employer’s perspective. Be
developmental, honest and think critically about your peers’ materials as if they were applying to
work for you.

How it Works:
Below is an outline of expectations on how to format your initial post and peer feedback (for two
peers).
Initial Post (due Wednesdays)
• Post your assignment (LinkedIn, BigInterview, Elevator Speech, or Cover Letter) to the
relevant discussion.
• List two specific areas of improvement you would like feedback on.
Peer Feedback (due Sundays)
• After your initial post, provide feedback to two peers in your group discussion.
• Provide feedback for each area of improvement requested by clearly identifying a “solution”
that is specific (includes examples/steps/etc.) as well as a “justification” which explains why
your solution should be implemented. Each solution and justification should be at a minimum
of three sentences.
• Next, include an “Additional Idea” by critically reviewing what else your peer may need to
improve on, then provide an explanation and a solution/way to implement.
• End with final comments highlighting your peer’s strengths; we all have something to feel
confident about.
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Initial Post
Assignment Link (or mention of attachment):
Area of Improvement #1:
Area of Improvement #2:

Out-of-Class Assignments

Peer Feedback
Area of Improvement #1 Feedback
Solution:
Justification:
Area of Improvement #2 Feedback
Solution:
Justification:
Additional Idea
• Identify an idea
• Explain why to consider the idea
• Provide a solution or way to
implement
Final Comments
• Give advice, support, and
encouragement based on your
peer’s strengths

BSAD 333 is primarily taught online via Canvas.
However, there are two in-person out-of-class
assignments:
Employer Practice Interview/Résumé Review
(February 3-7)
• You will participate in a practice interview
and résumé review with an employer that
will occur during Week 4 (February 3-7). Employers will offer 45-minute sessions, which
include time for the interview and feedback
as well as a discussion regarding your
*You will use these headings/format to
résumé.
structure peer feedback so it’s easy for others to
•
Sign up begins Thursday, January 23 at
follow your points. Examples and a document
8
AM
and goes through Sunday, January 26
titled “Peer Feedback Strategies & Assignment”
at
11:55
PM.
are provided on Canvas.
•
Session times are available on a first
come/first served basis.
• Students must submit an updated résumé through Handshake to sign up for an Employer
Practice Interview/Résumé Review time. A video tutorial and instructions for sign-up are
accessible on Canvas.
• Students that do not attend the Practice Interview event at their assigned time will no
pass the course (if extreme circumstances arise that conflict with your time, please reach
out to the primary instructor immediately and prior to your interview time).
• Please double check when you sign up; you are not allowed to miss other classes for a
preferred time; work is also not a viable excuse to miss a practice interview.
Location: Howard L. Hawks Hall, College of Business, Room 111 (please check-in first)
Check-in: Welcome Center across from the Trading Room/Husker Store
Requirements: Arrive 5-10 minutes before your interview, dress business professional, have an
updated résumé, questions prepared, and send a thank you note to your employer.
*All instructions are available on Canvas.
Career Fair Event
You will be responsible for attending one career fair event. This experience is designed to expose
you to interacting with employers in a professional, job search setting. Acceptable career fair
events are:
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Career Fair
Meet the Firms Accounting/Finance
Career Fair
(accounting & finance majors only)
University Career Fair – Day 1
(Business, Social & Human Services,
Agricultural Sciences & Natural
Resources, Government & Nonprofit)

Date
Tuesday, January 28

Tuesday, February 11

Time
7-9
PM

Location
Nebraska Union
(City Campus)

1-5
PM

Nebraska Union
(City Campus)

Alternatives: Other career fairs on or off-campus may be substituted for this assignment based
on students’ interests and if it meets the learning objectives of the assignment (e.g., attending the
Day 2 Career Fair on February 12 because of an interest in STEM). You must ask your group
moderator for PRIOR approval to the date of the event. Please review the assignment instructions
on Canvas before reaching out.

LinkedIn & Cover Letter Studios
BSAD 333 will be offering “studios” this semester to support the development of LinkedIn
profiles and cover letters, which are the two “Meets Expectations” assignments. Attending allows
you to get in-person feedback quickly and ensures you are creating the best material possible
before you submit for a final grade.
These events are optional and are come-and-go.
LinkedIn Studio: Wednesday, January 29 from 12-2pm | Hawks Hall Atrium
Cover Letter Studio: Wednesday, February 19 from 12-2pm | Hawks Hall Atrium
Details: Bring personal laptop or hardcopy of material
Week
1

Modules/Out of Class Events
Module 1: Creating a Job Search Action
Plan
• Video: Importance of an Action Plan
(4:22)
• Video: Activating the Plan (5:23)
• Video: Employer Career Advice –
Staying Motivated in Your Job Search
(1:24)
• Video: Alumni Career Advice –
Continuing to Gain Experience as an
International Student (1:08) *optional
Additional Resources:
• Read: Your Ultimate Job Search Guide
(pages 2-3)
• Download: Job Search Action Plan
Examples
Module 2: Applying for the Job
• Video: Analyzing the Job (3:16)
• Video: Employer Career Advice –
Analyzing the Job (:58)

Assignments & Due Dates
Monday, January 13:
• Review Start Here, Syllabus, &
Weekly Checklist
• Complete and score 100% on Class
Conduct/Expectations quiz (unlimited
attempts)
• Complete Pre-Class Survey
Wednesday, January 15:
• Complete Module 1, 2 & 3 quizzes
*Need to receive an 80% or higher (2
attempts)
• Update résumé and receive instant
feedback by submitting to VMock
• Submit Tailored Résumé based on
BSAD 222 feedback, VMock,
modules, and tailoring needs to
Canvas
Sunday, January 18:

110
•
•
•
•
•
•
•

Video: Applicant Tracking Systems
(3:52)
Video: Researching the Company (3:03)
Video: Employer Career Advice –
Culture & Research (1:38)
Video: Typical Application Materials
(2:22)
Video: Online Assessments (2:46)
Video: Employer Career Advice –
Preparing for an Assessment (:45)
Read: ATS Guide for Students PDF

Additional Resources:
• Link: Jobscan
• Link: Handshake
• Link: Career Services Internship & Job
Posting Boards
Module 3: Tailoring Your Résumé
•
• Video: Creating Your Best Résumé Yet
(5:09)
• Video: Unformatted Résumés (2:12)
• Video: Employer Career Advice – Your
First Impression Through Writing (1:01)
• Read: Your Ultimate Job Search Guide
(pages 18-27)
*Past information from BSAD 222 could
be quizzed on that is covered in these
pages
Additional Resources:
• Link: Sample Résumés & Application
Key Words
• Link: VMock
• Link: Top Resume Keywords
• Link: An Editor’s Guide to Perfecting
Your Resume

• Read “Peer Feedback Strategies &
Assignment” and review the “Peer
Feedback Example” Discussion
• Read “Viewing Assignment
Feedback”
Reminders:
Groups will be assigned Thursday,
January 16, for the Discussions
component of this course. Do not
complete any discussion boards until
groups are assigned. Your first
discussion is not due till Wednesday
January 22nd.
Week 2 of BSAD 333 is the most work.
Consider utilizing the weekend to get a
head start!
Accounting/Finance Majors:
It is recommended that you complete
“Module 8: Navigating the Career
Fair” this week to prepare for Beta
Alpha Psi’s Meet the Firms
Accounting/Finance Career Fair on
January 28. To complete, you must have
passed Module 1, 2, & 3 Quizzes.
Weekly Advice:
Take time and utilize attention to detail
when updating your résumé, it will only
help you with the next week’s
assignments of building/updating a
LinkedIn profile and Handshake profile,
thus saving you time.

Required Canvas Documents to Review:
• Peer Feedback Strategies & Assignment
Viewing Assignment Feedback

2

Module 4: Developing Your Professional
Image
• Video: Professional Image & Social
Media (5:26)
• Video: Employer Career Advice –
Branding Yourself (1:01)
• Video: Essential Profile Sections (4:34)

Wednesday, January 22:
• Complete Module 4, 5, and 6 quizzes
• Review résumé feedback from group
moderator; make changes and translate
to LinkedIn and Handshake profiles
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•
•
•
•
•

Video: Headline & Summary (5:34)
Video: Alumni Career Advice – Writing a
Creative
LinkedIn Summary (:55)
Video: Additional Profile Sections
(4:58)
Video: Engagement on LinkedIn (4:52)
Video: Professional Attire &
Appearance (5:00)
Video: Employer Career Advice –
Utilizing Your Connections on LinkedIn
(1:09)
Read: Your Ultimate Job Search Guide
(pages 34-40)

Additional Resources:
• Link: LinkedIn for Students
• Link: Using the Alumni Tool to Explore
Career Paths
• Link: LinkedIn for Students Blog
Module 5: Finding an Internship/Job
• Video: Hidden vs. Visible Job Market
(3:28)
• Video: Networking Strategies (5:41)
• Video: Networking and Connecting
through LinkedIn (4:57)
• Video: The Online Job Search &
Timelines (6:00)
• Video: Employer Career Advice –
Utilizing Your Recruiter (0:39)
• Video: Employer Career Advice –
Recruiters & Hiring Managers (1:42)
• Video: Employer Career Advice –
Internship Guidelines (1:10)
Additional Resources:
• Link: Career Services Internship & Job
Posting Boards
• Link: Washington D.C. Professional
Enrichment Academy
• Link: LockinChina
• Link: Specific Information about
Internships
• Link: Preparing for Graduate School
• Links for International Students
Module 6: Using Handshake

• Update Handshake profile and upload
your newest résumé; this will ensure
you are ready for Practice Interview
sign-up
• Complete LinkedIn profile (follow the
assignment instructions) and submit
Introduction/LinkedIn Discussion
initial post on Group Discussion Board
Thursday, January 23:
• Sign up for a 45-minute Employer
Résumé Review/Practice Interview
time slot (for February 3-7) via
Handshake (my.unl.edu)
o Registration begins Thursday,
January 23 at 8 AM, and is firstcome, first-serve for employers
and time slots. To verify you are
registered, make sure you see your
interview is “scheduled” on
Handshake; see assignment
instructions for further
information
Sunday, January 26:
• Post peer feedback on Group
Discussion Board to 2 group members
about their LinkedIn profile
• Don’t forget to sign up for a 45-minute
Employer Résumé Review/Practice
Interview time slot (for February 3-7)
via Handshake (my.unl.edu). Sign up
closes at 11:55 PM on January 26.
Reminders:
• Review the Employer Résumé
Review/Practice Interview assignment
instructions step-by-step and do not
miss this deadline; this is to ensure we
can share information with employers
in a timely fashion.
Weekly Advice:
Take your group moderator’s résumé
feedback into account BEFORE you
finalize your LinkedIn and Handshake
profiles. Making final tweaks on your
résumé will allow you to copy and paste
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•
•
•
•
•
•

3

Read: Starting with Handshake &
Optimizing Online Career Profiles
Infographic
Video: Student Job Search and Apply
(2:42)
Read: Your Ultimate Job Search Guide
(page 41)
Read: Manage Documents Attached to
an Application
Read: About Your Application Status
Review: Handshake Checklist

Additional Resources:
Links: Handshake & Handshake Help Center
Module 7: Acing the Interview
• Video: Interview Types & Structure
(4:07)
• Video: Before the Interview (4:35)
• Video: Alumni Advice – What to
Research (1:18)
• Video: Day of the Interview (1:52)
• Video: Tell Me About Yourself (2:48)
• Video: Traditional Questions (2:26)
• Video: Behavioral Questions (4:06)
• Video: Questions for the Interviewer
(2:55)
• Video: After the Interview (3:24)
• Video: Phone & Video Interviews (3:42)
• Video: Panel & Group Interviews (3:45)
• Video: Employer Career Advice –
Video Interviewing (1:50)
• Video: Employer Career Advice –
Thank You Letters (0:55)
• Video: Student Career Advice –
Interview Tips for International Students
*optional
Additional Resources:
• Read: Your Ultimate Job Search Guide
(pages 44-51)
• Link: College of Business Career Closet
Required Canvas Documents to Review:
Practice Interview Worksheet
*Recommended to download to help you
prepare

sections onto these online career
profiles.

Tuesday, January 28:
• Accounting/Finance Majors: Beta
Alpha Psi’s Meet the Firms takes
place from 7-9 PM in the Nebraska
Union (see kiosk for room location)
Wednesday, January 29:
• Complete Module 7 quiz
• Update LinkedIn profile based on

peer feedback; submit URL link to
Canvas - grading begins January 30
• Complete the BSAD 333 interview

and self-assessment on BigInterview;
post the link of your interview on the
Group Discussion Board
• Attend optional LinkedIn Studio from

12-2pm (HLH Atrium); details on
Canvas
Sunday, February 2:
• Post peer feedback on Group

Discussion Board to 2 group
members about their BigInterview
• Prepare for your practice interview;

ensure you have completed research
on your employer, have questions to
ask for the end of the interview and
wear business professional clothing
Weekly Advice:
The BigInterview assignment can make
individuals feel uncomfortable, but the
reality is many employers use pre-
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4

Employer Practice Interview/Résumé
Review
• Check-in is in the Welcome Center of
the College of Business; interviews will
be held in 111
• Review your sign-up time on Handshake

recorded video interviews in the first
step in their interview process. This
assignment will help you feel more
confident for future virtual interviewing
environments & for practice interviews.
Monday, February 3 – Thursday,
February 6:
• Attend Employer Practice

Interview/Résumé Review session at
assigned time
Wednesday, February 5:

Module 8: Navigating the Career Fair
• Video: Preparing for the Career Fair
(4:11)
• Video: Day of the Career Fair (2:55)
• Video: Elevator Speeches &
Handshakes (4:54)
• Video: Employer Career Advice –
Introducing Yourself at a Career Fair
• Video: Making a Good Impression
(The Conversation & Close) (2:45)
• Video: After the Career Fair (2:34)
Additional Resources:
• Link: Handshake > Events
• Link: UNL Career Fairs & Resources

• Complete Module 8 quiz
• Write your career fair elevator speech

and record via the “Orai” app; post
recording and a list of three
organizations you plan to visit at the
Career Fair (or visited at Meet the
Firms) on the Group Discussion
Board
Sunday, February 9:
• Post peer feedback on Group

Discussion Board to 2 group
members about their elevator speech
• Send a thank you note to your

Practice Interview employer
Required Canvas Documents to Review:
• Career Fair Worksheet
*Recommended to download to help you
prepare

5

University Spring Career Fair Week
Module 9: Writing an Effective Cover
Letter
• Video: Employer Career Advice – Why
Write a Cover Letter? (1:10)
• Video: Cover Letter Overview &
Format (4:36)
• Video: Cover Letter Structure (3:44)
• Video: Cover Letter Introduction (3:51)
• Video: Cover Letter Content (5:11)
• Video: Cover Letter Conclusion (4:07)

• Prep for the career fair on Tuesday

Weekly Advice:
Practice interviews allow you to practice
interviewing and to get answers and
advice about your career. Be prepared,
though, remember to be yourself. Also,
bring the newest version of your résumé,
a padfolio/folder, and take notes on what
your employer tells you.
Tuesday, February 11:
• University Career Fair – Day 1,

Nebraska Union, attend between 1-5
PM
Wednesday, February 12:
• Complete Module 9 quiz
• Submit Employer Analysis
• Write cover letter and tailor it to a

current position you are applying for
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•

Read: Your Ultimate Job Search Guide
(pages 28-31)

Required Canvas Documents to Review:
Cover Letter Handout & Sample

6

Module 10: The Job Offer
• Video: Job Offers and Search Ethics
(6:27)
• Video: Evaluating the Offer (3:05)
• Video: Handling Multiple Job Offers
(3:36)
• Video: How to Negotiate an Offer (3:51)
• Video: Accepting & Declining the Offer
(3:32)
• Read: Your Ultimate Job Search Guide
(pages 52-53)
Required Canvas Documents to Review:
• Job Offer Guidelines
• The Job Offer Worksheet

7

Additional Resources:
• Link: University Internship/Job Offer
Guidelines
• Link: College of Business Career
Outcomes
• Link: Glassdoor
• Link: Payscale
YOU’RE ALMOST DONE!
• Don’t forget to complete your Internship
and Employer Survey, Post-Class
Survey, and Course Evaluation.
Final Advice Videos:
• Video: Alumni Career Advice – Staying
Open-Minded (:57)
• Video: Student Career Advice –
Deciding if a Position/Offer is Right
(1:48)
• Video: Employer Career Advice –
Getting the Most Out of Your Internship
(3:21)

or one of interest; post it to the Group
Discussion Board
Sunday, February 16:
• Post peer feedback on Group
Discussion Board to 2 group
members about their cover letter
Weekly Advice:
Remember to follow-up with employers
after the career fair via LinkedIn or
email.
Wednesday, February 19:
• Complete Module 10 quiz
• Update your cover letter based on
peer feedback; submit final version
on Canvas
• Attend optional Cover Letter Studio
from 12-2pm (HLH Atrium); details
on Canvas
Weekly Advice:
A cover letter is about writing a
persuasive one-page pitch on why you
are the best candidate for the job. It
needs to be original. The format taught is
a guideline and provides some structure
to get you started. It is not a document
that is “fill-in-the-blank”. This is a true
test of your writing and critical thinking
skills in which employers evaluate.

Wednesday, February 26:
• Watch Final Advice Videos
• Complete the Internship and
Employer Survey
• Complete Post-Class Survey
• Complete Course Evaluation
Reminder:
Final grades will be posted by Friday,
March 6.
Weekly Advice:
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Module 7 is not to test you but to
provide a chance of reflection on what
you have learned. Watch the videos for
further tips, strategies, and motivation to
continue on your career development
journey.
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APPENDIX C: REPORT FROM DR. BUHS

Celeste Spier Dissertation
Analysis of Course Coverage of Dissertation Constructs/Scales
Dr. Eric Buhs (UNL Dept. of Educational Psychology)
July, 2020
I have been to assess the degree to which BSAD 222 and BSAD 333 cover the content represented by the
Career Exploration and Decision Learning Experiences (CEDLE) instrument constructs/scales (Lent et al.,
2017). The constructs and attendant subscales identified here are personal mastery, verbal persuasion,
vicarious learning, positive emotion, and negative emotion. I based my interpretation of the definition of
these subscales on the content of the dissertation draft presented and by examining the item content from
the relevant subscales from the descriptions and item content in Lent et al., publication.
These constructs are intended to tap sources attitudes and emotions that would predict subsequent selfefficacy (i.e., confidence in one's ability to perform various career exploration and decision-making
activities) and outcome expectations (i.e., involvement in career exploration activities, goals to engage in
career exploration activities) based on prior work by Bandura (1997) and Bike (2013). The gist of my
approach here was simple – to evaluate the likelihood that the instruction and tasks presented in the two
courses would provide experiences for students that would directly contribute to increases or decreases in
the attitudes and emotions represented in the subscales.
BSAD 222
Personal Mastery. BSAD 222 appears to address the construct of personal mastery by asking students to
use information gathered about their career-oriented strengths and implement concrete use of those
strengths in crafting a resumé highlighting strengths, applying those strengths to career exploration (e.g.,
conducting interviews with professionals in a chosen area) and focus, and creating specific action plans to
gain relevant experiences. These activities should, according to Bandura’s model, increase feelings of
mastery and resulting self-efficacy as they approach challenging tasks. Challenges that are delivered at a
level appropriate to the students’ existing skillset and who are provided support sensitive to that specific
skill level will tend to feel greater mastery. Feelings of mastery for a specific skillset should increase as
skillsets are developed and improved via supportive, positive feedback from the social environment
(instructors, peers, career professionals).
Verbal Persuasion. BSAD 222 course activities also offer opportunities to develop verbal persuasion skills.
Creating opportunities to apply verbal skills in the informational interview assignment and supporting skill
development via constructive feedback in this information gathering activity will tend to increase students’
feelings of competence in this area. As students rehearse these skills and receive positive feedback on their
performance, feelings of competence at meeting
Vicarious Learning. Bandura’s social learning models tell us that observing others, particularly higher
status/more skilled others, will increase the likelihood that we will initiate and persist in the observed
behaviors. This course addresses this aspect of career skills development by consistently placing students in
social situations (including via recorded video) with career professionals and instructors who will explicitly
model the desired skillsets. Providing these opportunities and receiving social support for the modeled
behaviors will tend to increase students’ perceptions that they are capable of presenting the behaviors of
instructors and professionals.
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Positive and Negative Emotions. The emotions targeted here fall under the broad terms of positive
emotions (i.e., emotions that tend to draw us towards people/objects/experiences associated with those
emotions) and negative emotions (i.e., emotions that tend to cause us to avoid the experiences they are
associated with). As with the constructs above, students who are successful and receive appropriate levels
of positive support as they complete their resumés, career plans and interview tasks will be more likely to
experience the positive emotions tapped here. Those who are less successful or, for some reason, have
aversive interactions (e.g., where they experience harsh criticism or worse) will be more likely to
experience negative emotions associated with their career exploration activities.
BSAD 333
Personal Mastery. Similar to BSAD 222, this course provides multiple opportunities for students to display
developing skillsets via developing online career profiles, resumé development, mock job interviews, etc.
To the extent that these experiences are appropriate to students’ skill levels, deliver messages of
competence (or incompetence) to the students, etc., these should increase/decrease their perception of their
mastery of this content.
Verbal Persuasion. The practice interview activity and career fair interactions, in particular, should tend to
increase/decrease students’ feelings of competence as tapped by this construct/scale. Both of these
activities should support more positive assessments of students’ perceptions that they are competent in
managing career decisions.
Vicarious Learning. Again, similar to BSAD 222, the consistent social modeling exposure and social
interactions with more skilled and experienced instructors and professionals should promote increases in
students’ positive assessments of their skills in enacting the career-oriented behaviors that they see these
more skilled others present. The practice job interview, career fair and internship employer survey activities
are particularly relevant to this set of attitudes.
Positive and Negative Emotions. This aspect of BSAD 333 is identical to the assessment from BSAD 222
above. To the extent that they experience positive and supportive interactions within the course activities,
vs. negative and aversive experiences, their perception of positive/negative emotions associated with their
career development will increase/decrease.
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APPENDIX D: DEMOGRAPHIC AND CONTEXTUAL VARIABLES SURVEY
Please answer the following demographic questions.
1) What is your age?
19, 20, 21, 22, 23 or older
2) Which option best describes your gender?
Female, Male, Non-binary/Third gender, Prefer not to say
3) Which option best describes your year in college?
Freshman, Sophomore, Junior, Senior
4) Did you graduate from a U.S. high school?
Yes, No
5) What is your primary major?
[List majors]
6) What is your current cumulative GPA?
[text box]
7) Are you a transfer student [transferred more than 27 credits to UNL]?
Yes, No
Please answer the following questions to help us understand more about your career-related
experiences.
8) How many years of full-time (at least 35 hours per week) work experience do you have
(excluding summer jobs)?
0, 1-2 years, 3-5 years, more than 5 years
9) During high school and college, how many summers have you worked full-time (at least 35
hours per week)?
0, 1-2 summers, 3-5 summers, more than 5 summers
10) How many years of part-time work experience do you have?
0, 1-2 years, 3-5 years, more than 5 years
11) How many internships have you completed?
0, 1, 2, more than 2
12) How many student organizations/clubs/groups at UNL are you currently involved with?
0, 1-2, 3-5, more than 5
13) [If more than 0] How many leadership positions have you held in the student
organizations/clubs/groups that you belong to?
0, 1-2, 3-5, more than 5
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14) How many 300/400-level courses have you take IN YOUR MAJOR? (For example, if you
are a marketing major, how many 300/400-level marketing courses have you taken?)
0, 1-2, 3-5, more than 5
15) Have you utilized the Business Career Center or other career center for career services?
Yes, No
16) My parents’/guardians’ involvement in my major/career decisions has been helpful.
Strongly Agree, Agree, Neutral, Disagree, Strongly Disagree, My parents/guardians are not
involved in my major/career decisions
17) The stress of paying for college has impacted my major/career decisions.
Strongly Agree, Agree, Neutral, Disagree, Strongly Disagree, N/A
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APPENDIX E: CAREER EXPLORATION AND DECISIONAL SELFEFFICACY SCALE
The following is a list of activities involved in exploring and deciding about career
options. Please indicate how much confidence you have in your ability to do each activity.
1.
2.
3.
4.
5.
6.
7.
8.

Figure out which career options could provide a good fit for your personality.
Identify careers that best use your skills.
Pick the best-fitting career option for you from a list of your ideal careers.
Learn more about careers you might enjoy.
Match your skills, values, and interests to relevant occupations.
Make a well-informed choice about which career path to pursue.
Learn more about jobs that could offer things that are important to you.
Identify careers that best match your interests.

1, Complete confidence
2, Much confidence
3, Moderate confidence
4, Very little confidence
5, No confidence at all
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APPENDIX F: PERMISSION FROM AUTHOR OF CAREER EXPLORATION
AND DECISIONAL SELF-EFFICACY SCALE
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APPENDIX G: CAREER SEARCH EFFICACY SCALE
For each statement below, please read carefully and indicate how much confidence you have that
you could accomplish each of these tasks by selecting your answer according to the following
continuum.
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.

Identify and evaluate your career values
Meet new people in careers of interest
Develop an effective cover letter to be sent to employers
Evaluate a job during an interview
Conduct an informational interview
Identify and evaluate your career preferences
Clarify and examine your personal values
Utilize your social networks to gain employment
Identify and evaluate your personal values
Market your skills and abilities to an employer
Use your social network to identify job opportunities
Integrate your knowledge of yourself, the beliefs and values of others, and your career
information into realistic and satisfying career planning
Develop realistic strategies for locating and securing employment
Join organizations that have a career emphasis
Develop a variety of skills you can use throughout a lifetime of career decision-making
Dress in a way that communicates success during an job interview
Identify the resources you need to find in the career you want
Contact a human resources office to secure an interview
Know where to find information about potential employers in order to make good career
decisions
Solicit help from an established career person to help chart a course in a given field
Achieve a satisfying career
Market your skills and abilities to others
Identify and evaluate your personal capabilities
Identify an employer with job opportunities you want
Know how to relate to faculty and staff members in order to enhance your career
Evaluate the job requirements and work environment during a job interview
Prepare for an interview
Select helpful people at the university with whom to associate
Identify your work skills
Organize and carryout your career plans
Deal effectively with societal barriers
Research potential career options prior to searching for a job
Deal effectively with personal barriers
Develop effective questions for an informational interview
Understand how your skills can be used effectively in a variety of jobs

Survey Key
1, Complete confidence
2, Much confidence
3, Moderate confidence
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4, Very little confidence
5, No confidence at all
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APPENDIX H: PERMISSION FROM AUTHOR OF CAREER SEARCH SELFEFFICACY SCALE
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APPENDIX I: CAREER EXPECTATIONS SURVEY SCALE
The next part of the survey deals with the attitudes of college students towards their career plans.
Please read each statement carefully. Then decide how strongly you agree or disagree with each
statement. Your response indicates how closely each statement describes you and your feelings at
the present time. There are no right or wrong answers.
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.

If I try hard enough, I will get good grades.
If I do well in school, then I will be better able to achieve my future goals.
If I get good grades, I will be able to have the career of my choice.
Doing well in school also means I will do better with the rest of my life.
If I get a good grade point average, then I will be able to get into more career fields.
If I learn more about different careers, I will make a better career decision.
If I know about the education I need for different careers, I will make a better career
decision.
If I spend enough time gathering information about careers, I can learn what I need to
know to make a good decision.
If I learn more about my career values (the things I most want from a career), I will make
better career decisions.
If I put enough time into deciding on career options, it will increase my chances of making
better decisions.
If I carefully compare the pros and cons of different career options, I will make better career
decisions.
If I learn more about which careers might best match my personality, I will make better
career decisions.
If I grow my professional network, I will be more likely to achieve my career goals.
If I learn more about writing strong application materials (e.g., resume, cover letter, LinkedIn
profile), I will be more likely to achieve my career goals.
If I learn more about internship and job search strategies, I will be more likely to achieve my
career goals.
If I learn more about the internship and job interview process, I will be more likely to achieve
my career goals.

Survey Key
1, Strongly Agree
2, Somewhat Agree
3, Neither Agree nor Disagree
4, Somewhat Disagree
5, Strongly Disagree
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APPENDIX J: PERMISSION FROM AUTHOR OF EXPLORATORY
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APPENDIX J: PERMISSION FROM AUTHOR OF EXPLORATORY
INTENTIONS SCALE
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APPENDIX K: CAREER EXPLORATION AND DECISION LEARNING
EXPERIENCES (CEDLE)
The following questions ask about your past experiences in making decisions related to your
career future. Such decisions can include things like what career direction to pursue, what major
to declare, or what college to attend. Rate your agreement with the following statements from
strongly agree to strongly disagree. There are no right or wrong answers.
1. The way I have approached important career-related decisions has worked well for me in the
past.
2. Important others have let me know that I am resourceful when it comes to gathering
information needed to make career-related decisions
3. I have role models who are good at making important career decisions
4. I have done a good job of weighing the positives and negatives of different options when I
have had to make career-related decisions
5. Important others have let me know that I have been good at evaluating the choice options that
would best meet my needs in making career-related decisions
6. I have observed people I admire who are resourceful at gathering the information they need to
make career-related decisions
7. I have been good at putting my career-related decisions into action
8. Important others have let me know I do a good job of considering the positives and negatives
of different choice options when making career-related decisions
9. I have role models who are knowledgeable about how their interests and abilities fit different
career options
10. I have been resourceful at gathering the information I need to make career-related decisions
11. Important others have let me know that I am good at managing challenges that arise when
making career-related decisions
12. I have role models who have explained to me how they chose an academic major or career
path
When you have approached career exploration and decision-making tasks over the past year, to
what extent have you felt…
13. …Upset
14. …Nervous
15. …Determined
16. …Inspired
17. …Afraid
18. …Active
19. …Overwhelmed

Survey Key
1, Strongly Agree
2, Somewhat Agree
3, Neither Agree nor Disagree
4, Somewhat Disagree
5, Strongly Disagree
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APPENDIX L: PERMISSION FROM AUTHOR FOR CAREER EXPLORATION
AND DECIAIONAL LEARNING EXPERIENCE
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APPENDIX M: RECRUITMENT EMAIL (TIME 1) FOR TREATMENT GROUP
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APPENDIX N: REMINDER EMAIL (TIME 1) FOR TREATMENT GROUP
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APPENDIX O: COLLEGE APPROVAL TO RECRUIT PARTICIPANTS FOR
COMPARISION GROUP
From: Donna Dudney <ddudney1@unl.edu>
Sent: Friday, September 27, 2019 10:19 AM
To: Celeste Spier <cspier2@unl.edu>
Subject: RE: Dissertation Request - Permission to Recruit CoB Students
Celeste,
I am Ok with this recruitment method. I’m assuming that students will not suffer any penalty for
non-participation, correct? Good luck!

Donna Dudney
Associate Dean for Undergraduate Curriculum and Programs
Associate Professor of Finance
College of Business Administration
University of Nebraska–Lincoln
CoB 301, 730 N. 14th Street, Lincoln, NE 68588-0405
402-472-5695 | ddudney1@unl.edu

From: Celeste Spier <cspier2@unl.edu>
Sent: Friday, September 27, 2019 8:47 AM
To: Donna Dudney <ddudney1@unl.edu>
Subject: Dissertation Request - Permission to Recruit CoB Students
Hi Donna,
I’m reaching out as a PhD student. I’m working to finalize my dissertation proposal and IRB
application. I defended my proposal yesterday, which went well, but we decided to add a
comparison/control group to my design to strength my methodology. I’m doing a pre/post-test
survey design about the effectiveness of career courses. Students will take the pre-test before
BSAD 222 in October and the post-test after BSAD 333 in March.
I need to add a comparison group of business majors (hoping for an N of 80) that will take the
pre-test and post-test at the same times. I would like to request a list of sophomore and junior
business students who have not taken BSAD 222 or 333 from Jeff Burdic, and reach out to a
sample of approximately 300 CoB students via email to notify them of the opportunity to
participate in the study. I have confirmed with IRB that this recruitment method is fine with
them, but I would like to confirm with you that you are okay with this recruitment method.
I realize you are busy with advisory board meetings today, but I am hoping to submit my IRB
application today. If you need more information, please let me know. You can also call me at
402-472-5241.
Celeste Spier
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APPENDIX P: RECRUITMENT EMAIL (TIME 1) FOR COMPARISON GROUP
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APPENDIX Q: REMINDER EMAIL (TIME 1) FOR COMPARISON GROUP
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APPENDIX R: RECRUITMENT EMAIL (TIME 2) FOR TREATMENT GROUP
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APPENDIX T: INFORMED CONSENT
IRB Number: 19838
Study Title: Effects of Career Courses on Career Self-Efficacy and Outcome Expectations
My name is Celeste Spier. I am conducting a study on career courses.
What is the reason for doing this research study?
This is a research project that focuses on the effectiveness of career courses.
Am I eligible?
In order to participate, you must be 19 years of age or older, have graduated from a U.S. high school, be a
current student in BSAD 222: Career Development Planning, be willing to take BSAD 333: Internship &
Job Search Strategies in the Spring 2020 semester, and be willing to take a follow-up survey in March.
What will be done during this research study?
Participation in this study will require approximately 30 minutes of your time. You will be asked to
complete an online survey from your computer/laptop. You will also be asked to complete a second,
follow-up survey in March. The follow-up survey will also take about 30 minutes.
What are the possible risks of being in this research study?
There are no known risks or discomforts associated with this research.
What are the possible benefits to you?
The results of this study will be used to improve career courses for future students.
How will information about you be protected?
Your responses to this survey will be kept confidential. NU ID numbers will be deleted after the first
surveys are matched to the second, follow-up surveys. Identifying information from the Amazon gift card
drawing will be immediately separated from the data to maintain confidentially of your responses.
What are your rights as a research subject?
You may ask any questions concerning this research and have those questions answered before agreeing to
participate in or during the study.
For study-related questions, please contact the investigator(s):
Celeste Spier, celeste.w.spier@gmail.com, 402-540-6802
For questions concerning your rights or complaints about the research contact the Institutional Review
Board (IRB):
·
Phone: 1(402)472-6965
·
Email: irb@unl.edu
What will happen if you decide not to be in this research study or decide to stop participating once
you start?
You can decide not to be in this research study, or you can stop being in this research study (“withdraw’) at
any time before, during, or after the research begins for any reason. Deciding not to be in this research
study or deciding to withdraw will not affect your relationship with the investigator or with the University
of Nebraska-Lincoln. You will not lose any benefits to which you are entitled. Participating or not
participating in this study will not affect your grade in this course.
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Note: You must complete the survey in its entirety in order to be entered to win the $100 Amazon gift
card.
Documentation of Informed Consent
You are voluntarily making a decision whether or not to participate in this research study. By clicking on
the I Agree button below, your consent to participate is implied. You should print a copy of this page for
your records.

